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The purpose of this study was to investigate the
effects of a structured group experience involving
effective parenting information on self concept, career
maturity, academic achievement, and social maturity of
black unmarried in-school adolescent fathers in an urban
community setting.
Hypotheses1.H : There is no statistically significant
difference between the self-concept of
the experimental group and the control
group.
2. H : There is no statistically significant
difference between the career maturity
of the experimental group and the
control group.
3. H : There is no statistically significant° difference between the academic
achievement of the experimental group
and the control group.4.H : There is no statistically significant
°
difference between social maturity of
the experimental group and the control
group.
Significance of Study
The research obtained in this study may be useful to
counselors, educators, and parents. The findings may
assist in developing intervention strategies for use with






The research design for this study was a two group
randomized subject, posttest-only design. No pretest was
used. The randomization controls for possible extraneous
variables and assumes that any initial differences
between the groups were attributable only to chance and
therefore will follow the laws of probability.
Participants
The participants for this study consisted of thirty
black adolescent, in-school unmarried fathers between the
ages of 15-19, randomly drawn from a pool of such males in
a section of northwest Atlanta, Georgia. These adolescents
were identified by the schools they attend.
Instruments
The Tennessee Self-Concept Scale, the Wide Range
Achievement Test, the Vineland Social Maturity Scale, the
Career Development Inventory, and a Biographical Inventory
were used to gather the appropriate data.
Cone1usions
1. No statistically significant difference was found
between the posttest means of the experimental and
control groups on self-concept, career maturity,
academic achievement and social maturity.
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2. According to the in-school black unmarried adolescent
fathers who participated in this study, exposure to
structured group experience in parenting led to
growth, and self-understanding.
3. Information from the biographical data sheets
indicated that in-school black unmarried adolescent
fathers are socially well adjusted, have vocational
plans, have at least average academic performance
and characterized by a reasonably positive self-
concept.
4. Generally, the participants of this study contributed
to the support of their off-springs which is contrary
to the prevailing notion in the literature.
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One of the major social problems in the United
States today is the matter of teenage pregnancies.
These pregnancies result from sexual activity on the
part of adolescents between the ages of 12-19. The
fertility rate for the 15-19 year age group alone
resulted in approximately 1,000,000 pregnancies per year
according to a study by Foege.^ He further stated that
about one such adolescent in eleven becomes pregnant each
year. Also, of this one million pregnancies, approxi¬
mately 60 percent result in live births and about 40
percent are aborted. Adolescent pregnancies increased




The reasons given for unmarried adolescents becoming
pregnant have changed over the years. According to
Burnside et al., the 1920's "bad companions", immorality,
^William Foege, "Childbearing and Abortion Patterns




and mental deficiency were listed as causes. In the 1930's
poverty and broken homes were blamed. In the 1940's the
emphasis shifted to psychological factors, and in the
1950*s the "sick society" and delinquent behavior were
blamed. It was also reported that, in recent years, there
is no single cause, but, rather, a multiplicity of factors
contributes to this dilemma.^
In the past years, according to the Guttmacher
Institute Annual Survey of Abortions, there has been an
increase in adolescent abortions. The approximately
400,000 abortions obtained by adolescents account for a
. 2
little greater than one-third of all reported abortions.
It is also evident that the outcome of adolescent
pregnancies in the United States results in 38 percent
abortions, 22 percent out-of-wedlock births, 12 percent
. . ■■■ 3
miscarriages, and 10 percent legitimate births.
Many adolescent pregnant girls will be married at the
time their children are born. Married or unmarried, all of
these teenage girls will be considered high risks educa¬
tionally, medically and socially.
Many girls will become victims of a forced early
marriage. Further, it is estimated that 50 to 80 percent
^Paul Ebersole Burnside and Harry Monea, Psychologi¬
cal Caring Throughout the Life Span (New York: McGraw-
Hill, 1979) , p. 151.
2
Guttmacher Institute, Teenage Pregnancy: The
Problem That Has Not Gone Away (New York: The Alan
Guttmacher Institute, 1981).
^Foege, "Childbearing and Abortion Patterns Among
Teenagers," p. 61.
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of all teenage marriages are complicated by pregnancy.
Couples married between 15-19 years of age show the
highest divorce rate. The divorce rate is three to four
times higher than those married at a later age.^
The problem of teenage pregnancy is complex. Because
of the many social problems involved in teenage pregnancy,
it has become necessary for society to intervene. In a
study by Howard, it is. revealed that there are over 150-
cities with 175 comprehensive service programs to help
2
meet the needs of pregnant adolescents. It was also
noted that, although many of the new programs started out
as the "School-aged Unwed Mothers Program" or "Teen-age
Unwed Mothers Service," most of them soon dropped these
titles. In some cases;, the unmarried girls objected to
being labeled in this fashion, other girls were married
and still needed the services. Moreover, as program pro¬
viders became aware that the likelihood or'their success
was tied to creating a helping climate for the girls in
the community, they found that words like "illegitimacy"
and "unwed" created negative images in the public mind.
These programs are now beginning to include the unwed
father. Thus, the concept of school-age parent and/or
3
young families gained prominence.
^Ibid., p. 64.
2
Marion Howard, "Comprehensive Community Programs for
the Pregnant Teenager," United States Department of Health,
Education and Welfare, Washington, D.C. (1975): p. 235.
^Ibid., p. 476.
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According to the literature, there is no single
program model. Although the services vary because of
their individualized funding patterns, all the programs
have at least three common service components:
1. Early and consistent parental care,
2. Continuing education on a classroom basis, and
3. Counseling on an individual or group basis.
These programs have different orientations. Those
offered by hospitals or clinics are health centered; some
are social services centered; others have a community
action focus; and still others are educationally oriented.
The agencies most likely to be involved are school systems
and health departments, but among others participating are
YWCA's, community action groups, church groups, and colleges
and universities.^
Ogg contends that along with sex education should go
education for parenthood. This training is not to pressure
teenagers into having children, but rather to prepare them
2
for future parenthood if it occurs.
For the young mother, Pannor concludes, that assuming
her role as wife and mother often comes relatively easy.
The teen-age father, on the other hand, is too often
^Hal K. Platts, "A Public Adoptions Agency's
Approach to Natural Fathers," Child Welfare XLVII
(November 1965); 535.
2
Elizabeth Ogg, "Unmarried Teenagers and Their
Children," published by the Public Affairs Committee,
1st ed., July 1976, p. 470.
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woefully ill-prepared to assume the role of husband and
father.^ Pannor also reports in studies from the Vista
Del Mar Child-Care Services that comprehensive services,
which would include educational help, vocational training,
help in obtaining employment, economic assistance, help in
finding adequate housing, marriage counseling, family life
and sex education, are necessary to meet the challenge of
2
being a teen-age father.
Since the late 1960's and early 1970's there has
been a proliferation of research articles and surveys on
the causes, consequences, and prevention of adolescent
pregnancy. However, for the past few decades, the
literature on unmarried fathers, as traced through profes¬
sional journals, is brief and until recent years very
inconsistent. The current literature reflects growing
awareness of society's responsibility to serve the natural
father as well as the natural mother.
Before the 1950's, the primary concern was to make
the alleged father assume financial responsibilities. It
was revealed in the literature that much was said about
the natural father as a resource but little was said about
him as a person. Court proceedings were initiated before
he was offered any opportunity to act on his own volition.
^Reuben Pannor, "The Teen-age Unwed Father," Clinical
Obstetrician and Gynecology 14 (1971); 471.
^Ibid., p. 471.
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In the past years, seemingly the work with unmarried
fathers has been shifted from the courtroom to the social
agency. In many communities, services to the father by
agencies are not extended unless they are required to do
so. As the problem created by unwed adolescent parents
and their offspring increases, Platts is asking that
society look at the problem in a realistic manner. He
states that it is unrealistic to offer services to the
unmarried mother and her child and neglect one-half of
the original problem. Too, it is equally unrealistic to
suppose that one can offer the unmarried mother the best
service possible if only her input is used and that which
the father can contribute is ignored.^ Social workers
involved with children and especially in adoption services
have for years recognized the need and advantages of
working with both natural parents.
In summary, it is agreed by researchers in the area
of adolescent pregnancy, that much study has been done
on the unmarried mother, but very little on the unmarried
father.
It is evident that the rate of adolescent pregnancy
is on the rise. Because of this, many communities have
initiated programs to aid in the educational training of
these youngsters. Although, the programs originated to
^Platts, "A Public Adoption Agency's Approach to
Natural Fathers," p. 535.
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offer help to the unmarried mother, it has become
necessary to include the unmarried father. He, too,
needs help in coping with the problem of being a parent.
Purpose
The purpose of this study was to investigate
the effects of a structured group experience involving
effective parenting information on self concept, career
maturity, academic achievement, and social maturity of
black unmarried in-school adolescent fathers in an urban
community setting.
Hypotheses
1. H ; There is no statistically significant
difference between the self-concept of the
experimental group and the control group.
2. H : There is no statistically significant
difference between the career maturity of the
experimental group and the control group.
3. H : There is no statistically significant
difference between the academic achievement
of the experimental group and the control
group.
4. H^: There is no statistically significant
difference between social maturity of the
experimental group and the control group.
Significance of Study
The research obtained from this study will
be useful to counselors, educators and parents in the fol¬
lowing ways:
1. It will add to the body of knowledge in
the area of teen-fathers and parenting.
-8-^
2. It will assist in developing intervention
strategies for use with unmarried fathers.
3. It will be useful in developing prevention
programs for high school students.
4. It will be helpful to students of adolescent
sexual behavior with reference to blacks.
Evolution of Problem
The writer became interested in the problem through
counseling unwed teenage mothers in a metropolitan high
school setting. Each day students would be absent from
school for reasons such as: (1)"I had to carry the baby
to the doctor, (2) I did not have money to pay a baby¬
sitter, and (3) My mother had to work and I had to stay
home and keep the baby." The multiple responsibilities
of the unmarried mother inspired the writer to read and
study the literature in order to determine the unmarried
father's role.
Interest in the study intensified when it was learned
that very little research has been done in the area of
unmarried fathers, black or white. Because of the scarcity
of the literature, the writer felt that a study in the
area of black unwed fathers will be both professionally
helpful and rewarding.
Basic Assumptions
The following assumptions were made in carrying
out this study. It was assumed:
1. that adolescent unmarried black fathers
do not necessarily have low self-esteem.
-9-
2. that adolescent unmarried black fathers
do not necessarily have low career goals.
3. that adolescent unmarried black fathers
do not necessarily have low school
performance.
4. that adolescent unmarried black fathers
are not necessarily maladjusted.
Limitations
To avoid over-generalization on the part of those
who might review this study, certain limitations will
obtain. The limitations are;
1. The study was limited to a selected
group of black male adolescents in
Atlanta, Georgia.
2. The accuracy and honesty of the subjects'
responses to the instruments used in
this study are important since many of
the instruments were self-reporting.
3. The subjects in this study were
randomly drawn from a pool of such males
in Northwest Atlanta, Georgia.
Definitions of Terms
j
In the carrying out of this study, the following
terms were operationally defined:
1. Self-Concept—The scores that wexe
obtained from the Tennessee Self-Concept
Scales.
2. Career Maturity—The results obtained from
the Career Development Inventory.
3. Achievement—The scores that were obtained
from the Wide Range Achievement Tests.
4. Social Maturity—The scores that were
obtained from the Vineland Social Maturity
Scale.
CHAPTER II
REVIEW OF RELATED LITERATURE
Introduction
The review of the literature were comprised of
seven sections: (1) Characteristics of Adolescence, (2)
Self-Concept Relative to Adolescents, (3) Career Choice
of Adolescent, (4) Academic Achievement, (5) Social
Maturity, (6) Unmarried Adolescents, and (7) Black
Unmarried Fathers.
Characteristics of Adolescence
Over the years authorities have disagreed on what
should comprise the adolescence period of development;
however, there are some generalizations about adolescence.
Adolescence is a transition period between childhood
and adulthood. It refers to the physiological and psycho¬
logical characteristics dominant between puberty and
maturity.
Adolescence and puberty begin about the same time;
however, they are by no means synonymous. According to
Cole puberty refers to the relatively brief period of
physiological change, during which the sexual organs
-10-
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become matiore, for girls, this period is hardly more than
six months in length, but for boys it may last two years,
or even longer. Whereas, adolescence lasts for about eight
years and involves not only pubertal changes in the body
but also developments in intellectual capacities, interests,
attitudes and adj us tments.^
Psychologists have broken down growth, into relatively
small units or stages:
1. Preadolescence or late childhood; 11-12 years
(girls) 12-13 years (boys). The use of chronological age
to denote the period is virtually meaningless because the
onset of puberty varies fairly widely, and researchers
agree on no specific age as the termination for adolescene.
The most frequently cited age span is twelve to eighteen.
Hurlock writes, "On the average, adolescence extends from
thirteen to eighteen years for girls and from fourteen to
eighteen for boys." She divides adolescence into early
and late periods. Thirteen-to-seventeen-year—old girls
and fourteen-to-seventeen-year-old boys are placed in the
early period; the late period includes boys and girls who
2
are seventeen and eighteen years of age.
^Luella Cole and Irma Hall, Psychology of Adolescence
(Atlanta, Georgia: Holt, Rinehart and Winston, 1970), p.
27.
2
Elizabeth B. Hurlock, Adolescent Development, 4th ed.
(New York: McGraw-Hill Book Company, 1975), p. 2.
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2. Physical and sexual maturation as evidenced
by changes in both primary and secondary sex character¬
istics result in shifts in attitude toward the proper
masculine and feminine role.
Early adolescence 13-14 years (girls);
14-15 years (boys)
Middle adolescence 15-17 years (girls);
16-18 years (boys)
Late adolescence 18-20 years (girls);
19-20 years (boys)
For the adolescence years the age limit differs for
the two sexes because girls mature on an average two
years earlier than boys.^
The most important single event in adolescent
development, according to Jersild, et al., occurs in the
2
changes that take place in the young person's body. At
puberty, a considerable change in the growth rate is
evident. Dramatic changes in body size and shape (the
adolescent growth spurt) are accompanied by the rapid
1
development of the reproductive system. Physical changes
during the adolescent period are the result of hormones




Arthur Jersild, Judith Brook, and David Brook,
The Psychology of Adolescence (New York, N.Y.: Macmillan
Publishing Company, 1978), p. 57.
^Ibid., p. 58.
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Even though there are many findings that physical
changes occur earlier in adolescent development today
than they did years ago, the sequence of biological
events remains quite constant. As was true years ago,
as a group grow faster than boys in physical develop¬
ment by approximately two years.^
Jersild, et al., explained the adoles¬
cent growth spurt as it takes place in the various
endocrine glands, which secrete hormones particularly
important in the sexual changes of adolescence. Increased
secretions of the "master gland", the pituitary, have the
effect of stimulating the growth and functions of the
organs that develop reproductive cells—the female
2
ovaries and the male testes.
Adolescence as a transitional period, is character¬
ized by Erikson's concept of the identity crisis. Erikson
has conceptualized man as developing through eight stages,
each of which represents the primacy of a crisis, or
turning point, that the individual must resolve. The
crisis of adolescence, is a stage during which earlier
components of the psychosocial personality must be re¬
organized in order to create a coherently unified self.





stage during which the adolescent experiments with adult
occupations and ideologies while reorganizing and uniting
childhood personality dynamics.^
Havighurst maintained that developmental tasks are
the learnings individuals must acquire if they are to be
judged and to judge themselves reasonably happy and success¬
ful persons. He defines a developmental task as a
. . . task which arises at or about a
certain period in the life of the individual,
successful achievement of which leads to
happiness and to success with later tasks,
while failure leads to unhappiness in the
individual, disapproval by the society and
difficulty with later tasks.2
Among the developmental tasks set forth for adoles¬
cence (ages 12 to 18) by Havighurst were those of achieve-
ing a masculine or feminine social role, accepting one's
physique and using the body effectively, and selecting and
preparing for an occupation.^
Cole states that there are three influences on
I
today's adolescent from birth; They have, first of all,
been brought up in a permissive atmosphere, both at home
and in school, on the principle that they will develop
more normally if they are free from repression and
domination. A second influence stems from the deification
^Eric Erikson. Identity Youth Crisis (New York;
W. W. Norton, 1968), p. 48.
2
Robert Havighurst, Human Development and Education
(New York; David McKay, 19853), p. 21.
^Ibid., p. 36.
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of the athlete and the worship of sheer physical strength.
A third element that has influenced today's youth is the
combination of television, radio and the cinema, in
which violence as a solution to all difficulties is
regularly portrayed.^
Although, all adolescents possess basically the
same characteristics, they mature at different rates.
Psychologists agree that adolescence is a period between
childhood and adulthood. Within this period many changes
take place physically, mentally, and socially. In fact,
the adolescent passes through many stages so rapidly
until they find themselves with identity problems.
Self-Esteem
Coopersmith defines self-esteem as the evaluation
which the individual makes and customarily_maintains with
regard to himself; it expresses an attitude of approval
and disapproval, and indicates, the extent to which the
individual believes himself to be capable, significant,
2
successful, and worthy. In short, self-esteem, is a
personal judgment of worthiness that is expressed in the
3
attitudes the individual holds toward himself.
^Cole and Hall, Psychology of Adolescence, p. 36.
2
Stanley Coopersmith, The Antecedents of Self-Esteem
(San Francisco; W. H. Freeman and Company, 1967), p. 46.
^Ibid., p. 47.
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Self-esteem may vary across different areas of
experience and according to sex, age, and other role¬
defining conditions.
According to Coopersmith both observation and
theoretical rationale lead to the assumption that
popularity is positively associated with high self-esteem.
Popularity is a manifest indication of social success, and
the level of success is presumably related to self-esteem;
therefore, the more succuessful person may be expected to
be higher in self-esteem.^
Bynner, O'Malley, and Bachman argue that self-esteem
is gained or lost on at least three major dimensions of
adolescent values—"successfulness", "toughness" and
"sexual precocity"—and that loss of esteem on any one
dimension is generally compensated for by a gain on another,
in order for something like an "optimum" or at least
"minimally acceptable" level of self-esteem to be main-
2
tained. In terms of this reasoning, poor grades produce
loss of status at school, which may be countered by
exhibitions of masculine toughness there or sexual pre¬
cocity in the teenage world outside the school. On this
basis loss of overall self-esteem may be simply a reflection
of a mood connected with the belief that one or another
3
status goal is, at least temporarily out of reach.
^Ibid., p. 48.
2
John Bynner, Patrick O'Malley and Jerald Bachman,
"Self-Esteem and Delinquency Revisited," Journal of Youth
and Adolescence 10, 6 {1981); 409.
3ibid., p. 411.
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This study of adolescence males also revealed that
during the early teens the "adolescent crisis" is at its
height, and the pressures of educational attainment and
delinquent associations on self-esteem are at their
strongest.^
A rather different theoretical orientation holds
that youngsters adopt deviant reference groups for the
purpose of enhancing self-esteem. According to Kaplan's
conceptualization, three basic mechanisms are involved in
the search for self-enhancement through deviant behavior.
2
They are avoidance, attack, and svibstitution.
In other words, in order to re-establish his
impaired self-esteem, the adolescent rejects the society
or group which has derogated him and turns to delinquent
subcultures which admire his delinquent activities and
grant him respect and approval. The low self-esteem person
thus engages in delinquency both in order to retaliate
against the society which disdains him and in order to gain
3
a much needed feeling of self-esteem.
The adolescent's changing perception of his role in
society is likely to affect his self-esteem, the affec¬
tive aspect of self-perception. Rosenberg relates adoles¬
cent self-esteem to numerous variables, including isolation,
^Ibid., p. 415.
2Howard Kaplan, Self-Attitudes and Deviant Behavior




self-consciousness, and depression. He also concluded
that those low in self-esteem isolate themselves from
others often, are more self-conscious, and are more
likely to be depressed than are those high in self¬
esteem. ^
The importance of self-esteem for males has been
suggested in past research. For example, Rosenberg
related levels of self-esteem to interpersonal relation¬
ship variables and to participation in social activities,
two areas strongly represented in the satisfaction measure.
He also states, "those high in self-esteem are more secure
about interpersonal relationships and tend to participate
2
in more social activities than those low in self-esteem."
In a study by Williams and Byars in 1968 using the
Tennessee Self-Concept Scale for measuring the difference
between Negro and Caucasian self-esteem, they
revealed pervasive differences between the two groups. The
study portrayed the southern Negro adolescent as generally
negative in self-perception, quite defensive in his self¬
description, not having a clear, consistent picture of
himself, and having extensive personality problems. On
certain dimensions the Caucasians and Negroes did not differ,
3
whereas both were considerably below the normative means.
^Morris Rosenberg, Society and the Adolescent Self-
Image (Princeton, N.J.; Princeton University Press, 1965),
p. 20.
^Ibid. , p. 21.
3Robert Williams and Harry Byars, "Negro Self-Esteem
in a Transitional Society," Personnel and Guidance Journal
47, 2 (October 1968): 124.
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A 1980 study conducted by Paul and Fisher using
the Tennessee Self-Concept Scale to measure correlates
of self-concept among Black early adolescents lend
support to some research, but disagrees with, other studies.
The results of this study conflicted with earlier racial
acceptance studies. Contrary to earlier studies, racial
acceptance was found among the adolescents and was related
to a more positive self-concept.^
In addition, this study revealed that high self-concept
adolescents appear to be well on their way to establishing
meaningful friendships and accomplishing personal goals
regardless of the past experiences of black people as a
whole. These individuals scored high on the Black accept¬
ance measure and the internal!ty measure and measured
somewhat about the midpoint on intimacy. The low self-
concept adolescents, however, showed signs'of difficulty
that may intensify as the youngsters progress in high
school.^ ,
Rogers proposes that all persons develop a self-
image of themselves which serves to guide and maintain
their adjustment to the external world. Since this image
develops out of interaction with the environment, it
reflects the judgements, preferences, and shortcomings of
^Marilyn Paul and Judith Fisher, "Correlates of
Self-Concept Among Black Early Adolescents," Journal of
Youth and Adolescence 9, 2 (1980); 170.
^Ibid., p. 171.
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the particular familial and social settings.^ Rogers
argues that a permissive atmosphere which permits free
expression of ideas and affects and does not resort to
harsh or frequent evaluation comparisons enables the
individual to know and accept himself. Further, conflicts
can be averted if parents and significant others accept
the views and values of the child, although they need not
2
necessarily agree with him.
It has been noted that self-esteem may vary across
different areas of experience and according to sex, age,
and other role-defining conditions. According to some
researchers, popularity is positively associated with
self-esteem. The more popular and successful person may
be expected to be higher in self-esteem. Others believe
that self-esteem is gained or lost on at least three major
dimensions of adolescent values; "successfulness", "tough¬
ness", and "sexual precocity."
When and if the adolescent experiences impaired
self-esteem, he may reject the society or group which
has. derogated him and turn to delinquent subcultures for
respect and approval.
In the literature where Black subjects were researched
using the Tennessee Self-Concept Scale, there were some
^Carl Rogers, On Being a Person (Boston: Houghton
Mifflin, 1961), p. 25.
^Ibid., p. 26.
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studies which agreed with the finding and others markedly
disagreed that Blacks shew low self-esteem in many areas.
Career Maturity
Super and Overstreet defined career maturity as
readiness to cope with vocational development tasks.^ In
an initial effort to appraise career maturity, they
separated the task and coping aspects of this definition
into vocational maturity I and II. Vocational maturity
allows the observer to assess the rate and level of an
2
individual's development with respect to career matters.
Probably no study of vocational choice has been as
thorough and objective as the Super and Overstreet study
3
of ninth grade boys. They believed the ninth grade is
the most crucial point for individuals in planning their
occupation. The results of this study suggested, that
taking students' occupational aspirations at face value
often is a mistake, that seeking to help them formulate
a specific occupational objective at the ninth-grade level
may be a strategic error. ^
Super and Overstreet cautioned counselors always to
assess the vocational maturity of the student while
^Donald Super and Phoebe Overstreet, The Vocational
Maturity of Ninth-Grade Boys (New York: Bureau of
P\±>lications, Teachers College, Columbia University, 1960) ,
p. 36.




appraising his or her development and vocational prospects.
They further asserted that the task of planning in the
ninth grade is essentially a matter of furthering voca¬
tional development rather than fostering specific voca¬
tional choices. The major value of planning at the ninth-
grade level is that it encourages students to start
thinking early about vocational plans.^
In 1963 Super extended the analysis of life stages
with reference to vocational behavior. He proposed the
idea that each of the two major stages in the vocationally
. 2
Significant life periods has. several stages.
The process occurs by means of five activities,
which Super has called vocational developmental tasks. The
writer is concerned with the first task, which is the
crystallization of a vocational preference, which requires
the individual to formulate ideas about work appropriate
for himself. It also requires him to develop occupational
and self-concepts that will help him mediate his
tentative vocational choice by means of relevant education¬
al decisions. While the crystallization task will occur
at any age, as can all the vocational developmental tasks,
3
it most typically occurs during the 14 to 18 year age range.
^Ibid., p. 156.
2Donald Super, Riaben Starishevsky, Norman Matlin,
and Jean Jordaan, Career Development; Self-Concept Theory




Pounds investigated the relationship of self-concept,
race and gender to career matvirity, using a sample of 500
male and 500 female high school students. Self-concept was
measured by the Tennessee Self Concept Scale and Career
Maturity by the Vocational Development Inventory Scale.
His results led to the conclusion that self-concept appeared
to have a different impact on career maturity, depending on
the race and sex of the participants.^
Study after study demonstrates that modeling provided
by mothers has much to do with wheter their daughters plan
to have careers and the innovative or nontraditional nature
of those career choices. Basow and Howe investigated the
effect of modeling by having college seniors rate the
degree to which a variety of people influenced their career
2
choices while in college. They reported that males and
females did not differ regarding the amount of influence
hey experienced in making career choices, but did differ
significantly as to which, models had the most influence.
Female college students were more affected than their male
counterparts by female models, particularly mothers,
3
female teachers, and female friends.
^Ronald Pounds, "Using Self-Concept Sijbscales in
Predicting Career Maturity for Race and Sex Sub-groups,"
Vocational GirLdance Quarterly 27 (September 1978); 69.
2
Susan Basow and Karen Howe, "Model Influence on
Career Choices of College Students," Vocational Guidance
Quarterly 27 (March 1979); 239.
^Ibid., p. 242.
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In a survey of eighty-two community college students.
Miller reported that parental attitudes and behavior were
positively associated with career maturity.^
Gibbons and Lohnes published the result of an
extensive longitudinal study concerning their attempt to
develop an index of readiness for vocational planning.
The project was designed to test the hypothesis that
occupational choice is a sequential, developmental process.
The results of the investigation indicated that although
students increased in their awareness of their interests
and values in relation to their educational-vocational such
decisions continued to be made on the basis of irrelevant
information. Also, the results point up the fact that
eighth graders can be ahead of tenth graders in their
2
readiness for vocational decisions.
In siunmary, according to some investigators, the
individual moves through life stages, each of which calls
for vocational behavior of a different sort. The adoles¬
cent finds himself cast in the role of explorer until he
finds directions for himself. Studies show that many
variables influence career maturity, such as self-concept,
modeling by mothers, parental attitudes and education.
^Michael Miller, "Childhood Experiences Antecedents
of Career Maturity Attitudes," Vocational Guidance
Quarterly 27 (December 1978): 141.
2
William Gibbons and Paul Lohnes, Emerging Careers




Achievment motivation plays an important role in
scholastic achievement. Theories of achievement motiva¬
tion have generated a great deal of productive research
using the Thematic Apperception Test (TAT) to assess
achievement.^
Murray describes the need for achievement as.
The desire or tendency to do things as
rapidly and/or as well as possible. To
master, manipulate and organize physical
objectives, human beings, or ideas. To
do this as rapidly, and as independently,
as possile. To overcome obstacles and
attain a high standard. To excel one's
self. To rival and surpass others.^
Atkinson defines the need for achievement as a
3
"Capacity to experience pride in accomplishment." He
further states that achievement-related activities elicit
positive affective anticipations because of past successful
accomplishments and experienced pride, as well as negative
affective anticipations learned,from prior failures and
experienced shame. Thus, a fear of failure as well as a
hope of success is aroused in achievement-related
situations.^
^Henry Murray, Thematic Apperception Test Manual
(Cai±)ridge; Harvard University Press, 1943), p. 1.
2
Henry Murray, Explorations in Personality (New York:
Oxford University Press, 1943).
3
John Atkinson, An Introduction to Motivation
(Princeton, N.J.: Van Nostrand, 1964), p. 214.
^Ibid., p. 215.
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O'Hara's major concept of his study on "Vocational
Self Concept and High School Achievement" was that
vocational self concepts are significantly related to
achievement in high school.^ He concluded that there is
much research needed to determine the dynamics of the
relationship of self concept to achievement, however,
he was willing to go beyond the correlation coefficient
to say that, probably, the concept one has of one's self
2
influences one's achievement to a significant degree.
Using a large sampling, Zarb's study revealed
academic self-concept as the best single predictor of
grade point average for both male and female samples.
The strong correlation between academic self-concept
and actual school achievement suggests that these "normal"
grade ten students had a realistic picture of their
3
relative levels of current academic functioning.
A comprehensive study reported by Ohlenkamp was
' 4
in agreement with other similar studies in the area.
Robert O'Hara, "Vocational Self Concepts and High




Janet Zarb, "Non-Academic Predictors of Successful
Academic Achievement in a Normal Adolescent Sample,"
Adolescence XVI (Winter 1981); 896.
'^Edward Ohlenkamp, "The Relationship Among Test
Anxiety, Self-Esteem and Achievement for Cooperative
Career Education Students in Grades Eleven and Twelve,"
Dissertation Abstracts International 37 (September 1976):
170.
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He reported that the correlation between self-esteem and
academic achievement was usually positive, whereas
correlation between test anxiety and academic achievement
was generally negative.^
Achievement motive, according to Rosen, is generally
stronger in middle-class students, a finding replicated
by a number of others, but working-class boys who are
strongly motivated to achieve do as well academically as
2
their counterparts in the middle class.
Some research have addressed itself to the question
of whether children see themselves negatively because of
their poor school performance, or whether they perform
Iff "**
poorly in school because they see themselves negatively.
Purkey in the seventies reviewed studies of this problem
and concluded that available evidence suggested a continuous
interaction between the perceived self and academic achieve-
3
ment, and that each directly influenced the other.
Zarb indicated that the negative correlation between
Peer Self-Concept and Grade Point Average was just short
of attaining statistically significance in the famale sample.
The correlation in the male sample was not statistically
4
significant. Past research by Coleman suggested that
^Ibid., p. 172.
2
Rosen, "The Achievement Syndrome; A Psychocultural
Dimension of Social Stratification," American Sociological
Review (1955); 205.
3
William Purkey, Self-Concept and School Achievement
(New York; Grune and Stratton, 1970), p. 23.
4
Zarb, "Non-Academic Predictors of Successful Academic
Achievement in a Normal Adolescent Sampel," p. 28.
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preoccupation with- popularity is generally stronger in the
female sex.^ Whereas adolescent boys have repeatedly been
found to be more preoccupied than girls with personal
achievement, girls tend to be more preoccupied with social
2
relationships.
The contents of Darakjian's and Michael's study of
240 participants in a junior high school revealed the
following conclusions that were evident from the data:
1. Measures of a multidimensional academic
self-concept construct appear to be more
closely related to GPA indicators of
academic success than to scores afforded
by district-developed proficiency examinations.
2. Standardized achievement tests in comparison
with academic self-concept scales are more
predictive of school performance whether
evaluated by teacher grades or objective
proficiency examinations designed to portray
school district objectives.
3. Teacher ratings of student effort are more
predictive of grades that teachers assign
than are scores either on standardized
achievement tests or on self-concept scales,
but are generally less predictive of
performance on proficiency tests in basic
skills than are the standardized achievement
tests of comparable abilities.3
^James Coleman, "The Adolescent Subculture and
Academic Achievement," American Journal of Sociology
(1960): 337.
2
David Ausubel, Theory and Problems of Child Develop¬
ment (New York: Gruen and Stratton, 1970), p. 121.
3
Gregory Darakjian and William Michael, "Comparative
Validities of Standardized Academic Self-Concept Scales
and Achievement Test Measures and of Teacher Ratings of
Citizenship and Effort in Forecasting Performance of
Junior High School Students," Educational and Psychological
Measurement 42 (S\immer 1982): 641.
-29-
Researchers such as Sewell, Farley, Manni and Hunt
did a study involving Academic Achievement in Black
Adolescents.^ The finding was complicated by the fact
that the logical inference of a higher academic per¬
formance for males who scored significantly higher on
. 2
the achievement motive and I.Q. did not materialize.
The authors interpreted this to lie in the widely held
view that parents, teachers, and peers may reward girls
more consistently for academic accomplishment. They
further stated that the discrepancy between verbalized
interest in education and academic performance might be
directly attributable to the absence of appropriate
3
academic models in the home.
The findings of an investigation by Harmon were
generally supported by the literature on social class and
4
school achievement. The subjects who had well educated
parents, particularly the father, were more likely to be
academically proficient, subjects who were externally
motivated, cooperative and passive were likely to achieve
higher grades; subjects who were older than average were
^Trevor Sewell, Frank Farley, John Manni, and Portia
Hunt, "Motivation, Social Reinforcement, and Intelligence
as Predictors of Academic Achievement in Black Adolescents,"
Adolescence XVIII, 67 (Fall 1982),
^Ibid., p. 653.
^Ibid., p. 654.
^David Harmon, "A Study of Low Socio-Economic Status,
Achievement Selected Personality and Experiential Factors
Among College Students," Dissertation Abstracts International
41 (October 1980); 1403.
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likely to achieve higher grades; and the compensatory
education group was significantly lower in grade point
average than their peers.^
A well planned, eight-week, 20-hour parent training
program was not effective in increasing self-esteem,
self-concept of academic ability, or grade point average
2
of the sampling of low-achieving, early adolescents.
Mince-Ennis concluded that such personality variables
as self-esteem and self-concept of academic ability in
early adolescents are going to take time to change,
further it seems unlikely that there are going to be
significant changes in the academic achievement of such
students prior to their enjoying positive changes in
their self-estimation.^
Researchers agree that achievement motivation plays
an important role in academic achievement. It has been
proven that fear of failure as well as a hope of success
is aroused in achievement-related situations. Too, the
concept one has of one's self influences one's achieve¬
ment to a significant degree.
There are investigators who hold the belief that
middle-class students achieve higher academically than
lower class students.
^Ibid., p. 1403.
2john A. Mince-Ennis, "The Effect of Parent Training
on the Self-Esteem, Self-Concept of Academic Ability and
Academic Achievement of Low-Achieving Early Adolescents,"
Dissertation Abstracts International 41 (October 1980); 1409.
^Ibid.
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Studies concurred that (1) boys are concerned
with personal achievement, whereas girls are more con¬
cerned with social relationships; (2) subjects who have
well educated parents, tended to be academically
proficient; (3) subjects will need to make a positive
change in self-estimation before significant changes in
academic achievement will be evident.
Social Maturity
Adolescent society refers to the structural
arrangements of subgroups within an adolescent social
system. According to Havighurst and associates it
refers to the "organized network of relationships and
association among adolescents."^ Adolescent culture is
the sum total of the ways of living of adolescents; it
refers to the "body of norms, values, attitudes and
practices recognized and shared by members of the
2
adolescent society as appropriate guides to action."
I
Adolescent society does not necessarily include
3
all youthful persons. When Coleman writes about
Adolescent Society^ he confines his study almost entirely
to relationships among students in ten different high
^Robert Havighurst et al., Growing up in River City
(New York; Johnson Wiley and Sons, Inc., 1962), p. 59.
^Ibid., p. 60.
3Nathan Greenfield and Edward Finkelstein, "A
Comparison of the Characteristics of Junior High School
Students," Journal of Genetic Psychology (March 1970: 37-50.
4James Coleman, The Adolescent Society (New York:
The Free Press, 1961), p. 34.
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schools in Northern Illinois. Smith's study, "American
Youth Culture; Group Life in Teenage-Society," is
limited to those youths who are American, white, urban,
middle-class, and post-pubertal, not yet filling adult
roles.^ Havighurst's Growing Up in River City describes
a group in sixth grade in Quincy, Illinois and follows
them until they are 20 years old, whether or not they
2
graduate from high school and went to college.
Like adult social structures, adolescent societies
may be divided into groups; Formal societies—which
include in-school youths and informal societies—which
include out-of-school youths.
As reported by Havighurst, social leadership scores
of children in middle-class schools are higher than those
of children in working class schools and the average scores
for aggressive and withdrawn maladjustment are lower in
'
3
middle class than in working class schools. Higher social
^Ernest Smith, American Youth Culture (New York;
The Free Press, 1962), p. 4.
2
Havighurst, Growing Up in River City, p. 59.
^Ibid., p. 34.
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class students are far more often involved in attending
athletic events, dances, plays and musical activities
than are those from the lower classes.^
Adolescent society, just as adult society, as
suggested by Harris is run by those of middle and upper
class socioeconomic statuses, who cultivated friendship,
who participate in activities and projects, and whose
2
experiences prepare them for positions of leadership.
Clark speaks of at least three identifiable sub¬
cultures within the average American high school. The
fun subculture is the culture built around the extra¬
curricular activities at school; athletic events, school
dances, selection of a football queen, informal clubs,
and the general concern for school spirit. Further, the
academic subculture is centered around formal and
traditional aspects of the learning process. Students
in this group are concerned with intellectual pursuit,
attaining knowledge, achievement, and making the honor
roll. In some schools, these students are rejected





Theodore Harris, "The Young are Captives of Each
Other: A Conversation with David Riesman," Psychology
Today (October 1969); 20.
3
Burton Clark, Evaluating the Expert Society
(San Francisco: Chandler Publishing Company, 1962), pp.
24-27.
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Another way to understand adolescent culture is to
examine the material artifacts which youth buy or make and
use in their daily lives.
Clothing is an important means by which the individual
adolescent discovers and expresses his identity. The most
important function of clothing from the adolescent's
viewpoint, that was revealed to Evans, is to assure his
identity and sense of belonging with peer groups.^
Coleman found the automobile to be a status symbol
with the adolescent; whereas Glover discovered the adoles¬
cent thought of the automobile as a means of freedom and
3
mobility.
The assumption that an adolescent sx±)culture does in
fact exists is not free of controversy. The professional views
on this issue range from the affirmative to the negative with
such writers as James S. Coleman, Albert K.'Cohen, Talcott
4
Parsons, Robin M. Williams, Jr., and Arnold W. Green taking
^S. Evelyn Evans, "Motivation Underlying Clothing
Selection and Wearing," Journal of Home Economics (November
1964): 739-743.
2
Coleman, The Adolescent Society, p. 46.
3
Leland Glover, How to Help Your Teenager Grow Up
(New York: Collier Books, 1962), p. 111.
4
Coleman, The Adolescent Society; Albert Cohn,
Delinquent Bovs; The Culture of the Gang (Glencoe, Illinois;
The Free Press, 1955); Talcott Parsons, "Age and Sex in the
Social Structure of the United States," American Sociological
Review (October 1942); 604-616; Robin Williams, Jr., American
Society; A Sociological Interpretation (New York: Alfred
Knopf, 1960); Arnold Green, Sociology (New York: McGraw-
Hill Book Co., 1968).
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the affirmative stand, and Frederick Elkin and William
Wesley proposing negative views.^
The affirmative party in the controversy relies
heavily on three major assumptions: The typical adolescent
is characterized by symptoms which can be described as
socially-caused "storm and stress." These expressions stem
primarily from the adolescent's uncertain position in the
social structure. Some of the confusions and insecurities
typical of the adolescent arise from the uncertainty of
occupational choice, difficulties in identifying with adult
models, inconsistencies in authority relationships, conflicts
between generations, sexual frustrations because of conflicts
between physiological maturation and social prohibitions,
and discontinuity in socialization patterns. The second
assumption is that a teen-age subculture exists and is
widespread and a powerful pattern among American adolescents.
The youth subculture is a social reaction to the young
individual's uncertain status in the adult world and
functions to "ease" the transition from the security of
childhood in the family of orientation to that of full
2
adulthood in marriage and occupational status. The third
assumption suggests a causal relationship between the
adolescent subculture and the "storm and stress" of the
^Frederick Elkin and William Wesley, "The Myth of
Adolescent Culture," American Sociological Review 10
(December 1955): 680-84.
2
Parson, "Age and Sex in the Social Structure of the
United States," p. 614.
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young individual, implying that the peer culture is a
compensation providing a sense of security and belonging
during the period of adolescent discontinuity.
Elkin and Wesley, the main advocates of the negating
view, based their dissent on an early-1950's study of
teenagers in a Montreal sviburb and concluded that teenagers
are more integrated into adult society, its customs, norms
and, than is generally thought.^
It is Davis' hypothesis that the effective sociali¬
zation of adolescent behavior is dependent upon the amount
of adaptive or socialized anxiety which has been implanted
in an individual. Further, if an individual's socialized
anxiety becomes strong enough it will serve as an impetus
2
toward mature, responsible normal behavior. It is implied
that if socialization anxiety is too weak or too strong,
the attainment of mature behavior is less likely.
The goals of socialization differ not only from culture
to culture, but also from social class to social class
3
within a given culture, as theorized by Davis. Conse¬
quently, social anxiety becomes attached to various forms of
behavior depending upon the expectations, values, and
4
definition of what is normal in a given social class.
^Elkin and Wesley, "The Myth of Adolescent Culture,"
p. 682.
2
Allison Davis, "Socialization and Adolescent
Personality," in Adolescence Yearbook of National Society




Lower-Class Negro teenagers, primarily of the urban
North, as described by Himes, are characterized by aggression
on a material, personal and often delinquent basis.^ He
states that this aggressive behavior can be observed among
both ghetto youth and integrated youth, although the two
groups may be differently motivated to engage in destruc-
2
trve and delinquent acts. For ghetto youth, it is a way of
life they have learned by imitation and by acquired self¬
perception; convincing them, that survival depends on being
aggressive and, if necessary, deviant. For integrated youth,
aggressive and delinquent behavior is more often a function
. 3
of experiencing "relative deprivation."
Himes argues that middle-class Negro teenagers,
especially those exposed to higher education, engage in more
rational and goal-oriented types of aggression within
racial and civil-protest movements. Although he states that
this version of the Negro culture actually is not exclusively
Negro, but is joined by a sizable proportion of idealistic
and sympathetic white persons who take an active part in
protest expressions, such as, picketing, freedom marches
^ -4- • 4and sit-ins.
^Joseph Himes, "Negro Teen-Age Culture," in Knowing
the Disadvantaged, ed. Staten W. Webster (San Francisco:





In summary, adolescent society does not necessarily
include all youthful persons. The literature revealed
that many studies were sectional and regional; each show¬
ing that teenagers in different areas are somewhat alike
and yet quite different.
The investigators in the area of social structure
agree that the leadership positions are dominated by the
middle and upper class teenagers. The average American
high school has at least three identifiable subcultures;
the fun siabculture, the extracurricular, and the academic
subculture.
Unmarried Adolescents
It has been stated earlier in this writing that the
history of work with unmarried fathers is brief and until
recently inconsistent. However, current literature shows
growing awareness of society's responsibility to serve the
natural father as well as the natural mother.
Today the unmarried as well as the married father
is accorded parental rights. In 1972, in the case of
Stanley v. Illinois,^ the United States Supreme Court ruled
that it is unconstitutional to deprive an unwed father of
his standing as a parent, and hence of his right to a hear¬
ing to determine his fitness for custody of his children.
^Implications of the United States Supreme Court
decision in Stanley vs. Illinois and suggestions for
adoption practice with respect to the rights of unmarried
Fathers, Child Welfare League of American Bulletin, August
25, 1972.
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Unless a father is shown to be unfit, his parental rights
may be set aside only if he voluntarily surrenders them.
In determining whether or not fathers should be
included in adolescent pregnancy programs, Lorenzi et al.,
concluded:
. . . the evidence is equivocal and each
community should make its own decision.
Certainly in those instances where the
mother says she has no plans to marry
the putative father, nothing should be
done to include him since this study
suggests this is an accurate prediction.
Other findings suggest, however, that a
school age mother should not be encouraged
to marry within two years following the
birth of her baby.l
An investigation by Pannor et al., provided experi¬
mental casework services to a group of young, unmarried
fathers.^ The fathers were identified by adolescent mothers
attending an adolescent prenatal clinic in Los Angeles.
The program placed emphasis on preparation of the male
adolescent for the responsibilities of fatherhood. While
part of the program's orientation was to help the fathers
understand the implications of their sexual behavior, it was
clear that sex education was only one element needed for
comprehensive services, which included educational and
3
job training services.
^M. Elisabeth Lorenzi, Lorraine Klerman and James
Kel, "School-Age Parents: How Permanent a Relationship?,"
Adolescence (1977): 13-22.
2
Reuben Pannor and Byron W. Evans, "The Unmarried
Father: An Integral Part of Casework Services to the Un¬
married Mother," Child Welfare, March 1967, pp. 150-155.
^Ibid. , p. 152.
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The Los Angeles program improved the social cir¬
cumstance surrounding adolescent paternity by placing
emphasis on the father's behavior and feelings and by
helping him to accept paternal responsibility.^ Other
important findings of this program were: 1) the essential
psychological normality of adolescent fathers, 2) the
acknowledgement that there were unexpected benefits to
the father coming from participation in the mother's
pregnancy, 3) the enhancing effect that expectant father¬
hood had on self-esteem, and 4) the positive contributions
that the father's family made to decisions regarding the
baby.^
3
Futterman and Livermore proposed that unmarried
4
fathers possess latent homosexual tendencies and Reider
construed sexual activity in young unmarried fathers to
be a form of acting out caused by unresolved oedipal
fantasies. Further, Reider^ writes, for some men it is
insufficient that they can have sexual intercourse; their





S. Futterman and J. Livermore, "Putative Fathers,"
Journal of Social Casework (1974): 174-178.
^Norman Reider,"The Unmarried Father," American
Journal of Orthopsychiatry 18 (1948): 230-237.
^Ibid., p. 223.
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Pauker's^ study presented some evidence to refute
hypotheses that adolescent fathers have relatively poor
psychological adjustment. The author wrote that previous
statements made in the literature to support the deviance
of young fathers have been a result of interviewing them
after the pregnancy or deliveiry occurrred, a time when the
event may have contributed to anxiety, depression, or
- 2
fear.
In working with natural fathers in an agency's
3
approach, Platts covered the following areas in an inter¬
view: The natural father's anxiety about coming to the
agency; his desires and feelings regarding adaptive plan¬
ning; his past and present relationship with the natural
mother and its meaning; the possible reason for this rela¬
tionship; his feelings about the expected child; and his
desire to see the child.
Finance was disciassed with emphasis on the moral
implications and on the meaning of any contribution or
assumption of responsibility by the natural father, to
himself, to the natural mother, to the baby and to the
4
adoptive parents. Of the 107 fathers studied, Platts
^Jerome Pauker, "Father of Children Conceived Out
of Wedlock: Prepregnancy, High School, Psychological Test
Results," Developmental Psychology, 1971, pp. 215-218.
^Ibid., p. 217.
3
Hal K. Platts, "A Public Adoption Agency's Approach




found that at least forty-seven contributed financially.
He also stated that more important than the financial matter
was the good feeling of most of the fathers of having
recognized and assigned their responsibilities.^
Furtsenberg found that children of never-married
parents were as likely to see their fathers regularly as
2
those whose parents had been previously married. Of his
sample, some of the fathers visited their children at least
once a week; others gave economic support, regardless of
whether they had been married to the mother; and single
fathers maintained closer relations to their children than
3
previously-married teenage fathers.
Because of their young age, Rothstein's research
revealed that adolescent fathers are usually psychologically
ill-prepared for fatherhood. Moreover, he states both
teenage mothers and fathers have unrealistic expectations of
child development and a general lack of knowledge and
4
experience of children.
According to Card and Wise, both adolescent fathers
and mothers attain less educational status than their class-
5
mates—the younger the parent at childbirth, the more
^Ibid., p. 536.
0
Frank Furstenberg, Unplanned Parenthood: The Social
Consequences of Teenage Childbearing (.New York: Free Press,
1976), p. 25.
^Ibid., p. 37.
^Albel Rothstein, "Adolescent Males, Fatherhood
Abortion," Journal of Youth and Adolescence 21 (1978): 203.
^J. S. Card and Lauress Wise, "Teenage Mothers and
Teenage Fathers: The Impact of Early Childbearing on the
Parents' Personal and Professional Lives," Family Planning
Perspective (1978): 201.
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severe the educational setback. The investigators con¬
cluded that teenage parenthood at age 15 (regardless of
background) is a direct cause of "truncated" schooling,
which leads teenage fathers into lower paying, lower
prestige, blue collar jobs and causes them to enter the
labor force earlier than their unmarried classmates.^
In their study. Card and Wise also found young
fathers were more likely than young mothers to be single
2
at the conception and birth of their children. The pro¬
portion of teenage fathers and mothers who were separated
or divorced was higher than that of their classmates at
each follow-up period. In addition, because teenage parents
begin their reproductive careers relatively early, the
teenage fathers and mothers studied had more children
3
eleven years after high school.
Babikian and Goldman reported that 50 percent of
the tin^ teenage fathers abandoned their partner after
4
the pregnancy. Usually the young men distanced themselves






Hrair Babikian and Adila Goldman, "A Study of
Teenage Pregnancy," American Journal of Psychiatry (1971);
757.
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Furs tenberg learned from follow-up interviews with
his original sample that children of parents who did not
marry were frequently named after the father.^ Furstenberg
and Talvitie described this practice as a deliberate attempt
by both parents to strengthen the father-child bond, with
2
the name serving as a reminder of the biological tie.
However, Furstenberg and Talvite reported that "the bestowal
of the father's name may be nothing more than an expression
of prior sentiment, an acknowledgement of the father's
willingness at the time of birth, to play an active part in
3
the child's upbringing."
Most of the unwed fathers studied by Pannor, Evans
and Massarik were between 20 and 29 years of age, were
not delinquent, were within four years of the age of the
unmarried mothers with whom they were involved, and had at
. 4
least a high school education. The research reported that
the unwed father often has a difficult time adjusting, not
because he lacks intellectual ability or social skills but
because of his immaturity and irresponsibility caused by
a week sense of personal identity. Many unmarried fathers
also lacked strong masculine identification. The casework
concluded that for 85 percent of these unmarried fathers,
^Furtsenberg, Unplanned Parenthood; The Social Con¬
sequences of Teenage Childbearing, p. 27.
2
Frank Furstenberg and K. G. Talvitie, "Children's
Names and Parental Claims; Bonds Between Unmarried Fathers




Ruben Pannor, W. Evans and F. Massarik, The Un-
married Father (New York; National Council on Illegitimacy,
1986), p. 151.
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the sexual experience was an effort to improve their
masculinity. Half of them lived in homes lacking an
adult masculine model—their fathers were dead or had
separated from, divorced, or deserted their mothers.
Pauker investigated unwed fathers, matching each
with a comparison youth who had not fathered a child out
of wedlock. The men were compared on the basis of a
personality questionnaire that had been administered to
them in the ninth grade. The difference between the unwed
fathers and their counterparts were not great, but those
that were found suggested that the unwed fathers were a
little more active and less controlled than their matched
counterparts. Overall, the teenage fathers were psycho¬
logically and intellectually more alike than different from
the matched control group. ^
Robins and Lynn compared unmarried fathers and
2
unwed non-fathers by interview. They discovered that (1)
more unmarried fathers than non-fathers were illegitimate
and had siblings who had illegitimate children; (2) more
siblings of illegitimate subjects than siblings of legiti¬
mate siabjects had their own illegitimate children; (3) more
unwed fathers than non-fathers approved of the use of
^Pauker, "Father of Children Conceived Out of Wedlock
Prepregnancy, High School, Psychological Test Results,"
p. 218.
2
Michael Robbins and David Lynn, "The Unwed Father;
Generation Recidvism and Attitude About Premarital Inter¬
course in California Youth Authority Wards," Journal of Sex
Research 9 (1973); 334.
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contraceptives; and (4) unmarried fathers felt responsible
for pregnancies they caused, said they would marry a
woman who had another man's illegitimate child, and felt
that their children would not be affected by their
behavior.^
Black Unmarried Fathers
In reviewing the literature on unwed adolescent male
partners of teen young women who become pregnant, it was
revealed that there is limited information. Moreover,
much of the information that has been documented on un¬
married adolescent fathers has concerned white adoles¬
cents. This is surprising since a large number of teenage
pregnancies involves Black women. In fact Dorothy Height,
President of the National Council of Negro Women, writing
in the March, 1985 issue of Ebony Magazine indicates that
in 1980: (1) A disproportionate number of births were to
non-White mothers; (2) Fifty-seven percent of births
to those under seventeen was to Black teens, and (3) A
third of all births were to fifteen to seventeen year old
adolescents. A major point made by Height is that, in ever¬
growing numbers, they head their own households, depend
primarily on public assistance, and find themselves grand¬
mothers at thirty. Finally, Height indicates that 65
2
percent of all births to Black women was out of wedlock.
^Ibid., p. 340.
2
Dorothy Heights, "What Must Be Done About Children
Having Children?" Ebony XL, March 1985 p. 79.
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As best can be determined, the most comprehensive,
consistent and penetrating study of the topic of this
paper to date has been the pioneering work of Hendricks
et al., of the Institute for Urban Affairs and Research
at Howard University in Washington, D.C.^
One of Hendricks' studies was conducted with a
selected sample of Black unwed adolescent fathers. Data
were collected from the young fathers in face-to-face
private interviews through the use of an interview
schedule. Age, family size, educational status, and
church participation were among the social and demographic
information that was collected from the study. Since
little is known about Black unwed adolescent fathers, the
findings of this study concentrated on; who he is, what
he is like, what his problems are, and his^possible sources
2
of social support for coping with problems.
According to Hendricks, the main implication to
emerge from this study relates to the findings that 95 per¬
cent of the young fathers expressed a high degree of
readiness to attend a teenage parenting agency if offered
3
services for unwed fathers.
^Leo Hendricks, "Unwed Adolescent Fathers; Problems
They Face and Their Sources of Social Support," Adolescence
XV (Winter 1980); 862.
^Ibid., p. 864.
3 ■ •
Leo Hendricks, Cleopatra Howard, and Patricia Caesar,
"Black Unwed Adolescent Fathers; A Comparative Study of
Their Problems and Help-Seeking Behavior," Journal of the
National Medical Association 73 (1981); 868.
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Among the problems cited by Hendricks that Black
unmarried adolescent fathers face are: (1) relationship
with another person especially the unmarried mother and/or
the child; (2) problems with his family of origin; (3)
personal restrictions due to responsibility for the child;
(4) providing for the child; (5) not being able to see the
child as much, as desired; (.6) problems with various members
of the unmarried mother's family; (.7) not wanting the girl
to have the baby; (8) lack of employment; (.9) lack of
money; (10) not being able to finish school; (11) parenting
skill; (.12) facing life in general; and (13) problems
fostering a viable social life as a result of the change
in his social status. Hendricks concluded by characteriz¬
ing the unmarried adolescent father's problems as serious,
complex, and diverse with, emotional and concrete dimen¬
sions . ^
A study by Stack of urban black families suggested
that these ideas of adolescent fathers' family lives are
often based upon false stereotypes that these fathers
assume minimized roles in their mates' and children's
lives. Her data indicated that many couples view a first
child as preparation for marriage and co—residence, which
in many cases does, not actually take place until a second
2
child is born.
^C. Stack, All Our Kihi Strategies for Survival in
a Black Community (.New York: Harper and Row, 1974), p. 47.
^Ibid., p. 48.
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Stack's study indicated that the fathers are proud of
their children. As examples of their involvement, it was
noted that they give their children gifts.^
The risk of adolescent fatherhood is greater among
Black and Hispanic youths than among other groups of young
men because of the higher incidence of sexual intercourse
and lower use of contraceptives among this group as reported
2
by Johnson and Staples.
In addition, they suggest that teenage males who are
members of minority groups use sexual activity to express
their masculinity because more conventional means of doing
3
so are closed to them.
The literature on unmarried fathers suggest that they
frightened, withdrawn, confused and frequently feels guilty
about the pregnancy and their responsibilities to their girl¬
friends. Some researchers suggest that the unmarried father
possesses certain psychological characteristics which lead
him to participate in an out-of-Wedlock conception.
Many studies indicate both adolescent mothers and
fathers are in lower occupational roles relative to their
peers. This may be due to the high school dropout among
'I
this population.
^L. B. Johnson and R. E. Staples, "Family Planning
and the Young Minority Male; A Pilot Project," Family




The researchers agreed that the unmarried fathers
should be included in social programs that will help them
make the adjustment to fatherhood.
CHAPTER III
METHODOLOGY
This chapter includes the setting, selection
procedure, instruments, research design, participants, pro¬
cedure for implementing the study, analysis of the data,
and statistical procedure.
Research Design
The research design for this study consists of
group randomized subject, posttest-only design. According
to Ary et al., it is one of the simplest, yet most powerful
of all experimental designs. No pretest is used. The
randomization controls for possible extraneous variables
and assumes that any initial differences between the groups
are attributable only to chance and therefore will follow









































The participants for this study consisted of thirty
black adolescent, unmarried fathers, between the ages of
15-19, randomly drawn from a pool of such males in a
section of Northwest Atlanta, Georgia. These adolescents
were identified by the schools they were attending,
church affiliation, and the local recreation center they
frequent; insured representativeness to the maximum extent
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possible under the circumstances. The investigation care¬
fully avoid any semblance or invasion of privacy.
Setting
The sample population was selected from the north¬
west section of inner-city Atlanta. The racial composition
of the section that was used in this study was predominantly
black. The area was considered as low income. Although some
of the residents were employed, most of the single parents
received some type of subsidy. While there were a few intact
families in this area, most of the families were single
parent. The mother was the head of the house. Most of the
residents had two, three or more children. The various
levels of formal educational attainment ranged from no formal
educational background to some graduate experience. While
many of the residents were life-long citizens of Atlanta,
they were mobile.
Selection Procedure
This investigator obtained the names of thirty
volunteers who met the criteria for selection. Then the
investigator randomly drew alternately from the pool until
two groups of fifteen each was obtained. The first group
served as the experimental Ctreatment)[ group. The second
group constitued the control (.non-treatment group) . Although
each, official group consisted of fifteen participants, two
in each group were alternates. This sample of the population
may be described as an incidental sample.
-53-
Throughout this study, the names of the subjects
were converted into identifying numerical-alphabet codes.
This method of identification insured confidentiality and
anonymity. All information referring to this study was
reported as group findings except in two selected instances
where case studies were focused on. In every instance where
either group or any member of the group were referred to in
the study, the numerical-alphabetical codes were used.
A biographical inventory was used to collect back¬
ground data on each participant.
Schedule of Structured
Group Activities
An outline of the eight sessions was presented in
table 2. A more detailed description of the treatment is
included in the appendix.
TABLE 2













Session Topic Activity Time
Two
Three







How I feel about myself?
Home work: Tape or write two
paragraphs describing
self as a parent; ways








































bility is for them¬
selves and for others.
Homework assignment.







period; Do you enjoy
your school assignments?
Question and Answer:
Do you ever entertain








of getting a better

























head of the househood.




to avoid becoming a




Role model for family
Provider: Discussion




period (going the round).

































The following instruments were utilized to
collect data for the present study: (1) Tennessee Self-
Concept Scale, (2) Wide Range Achievement Test, (3)
Vineland Social Maturity Scale, (4) Biographical Inventory,
and (5) Career Development Inventory.
The 1965 revision of the Vineland Social Maturity
Scale, originally developed by Edgar A. Doll was
utilized in this study. The revised scale was developed
by Dr. Sara Sparrow, Dr. David Balia, and Dr. Domenic
Cicchetti. The revised scale (1984 revision) may be used
by psychologists, social workers, and other qualified
professionals to measure personal/social adjustment of
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individuals ranging from birth to adulthood.^ This scale
evolved from a wide demand for adaptive behavior checklists
following the enactment of the Education for all Handicapped
Children Act in 1975 (Public Law 94-142) . P\jblic Law 94-142
mandated that states provide free and appropriate public
education to all children regardless of their handicaps.
There was a special need for an adaptive behavior checklist
to assess mentally retarded children. One advantage in the
use of this scale is that the individual whpse behavior is
being assessed does not have to take part in its adminis¬
tration, rather a respondent who is familiar with- the
individual's behavior can be used. Use of a "third party"
affords a valid measurement of daily activities which could
not be accurately measured through direct administration.
It provided for assessment of individuals who are not
capable of making verbal responses. The revised Vineland
consists of an Interview Edition, Survey Form; and Interview
Edition, Expanded Form; and Classroom Edition. The Survey
Form is most similar to the original Vineland and is given
to parents or significant others of individuals from birth
to 18 years 11 months and low functioning adults. This fom
provides a general assessment of adaptive behavior and helps
to identify strengths and weakenesses.
The Expanded Form is likewise given to parents and
significant others; however, it affords a more comprehensive
^Edgar A. Doll, Vineland Social Maturity Scale Con¬
densed Manual of Directions (Minnesota: American Guidance
Service, Inc., 1965), pp. 2-3.
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assessment of adaptive behavior thereby providing more
assistance in designing treatment programs. The Classroom
Edition assesses classroom adaptive behavior and is admin¬
istered in the form of a questionnaire which is independent¬
ly completed by teachers for students age three years to
twelve years, eleven months. Adaptive behavior is measured
from four perspectives; communication, daily living skills,
socialization, and motor skills. The survey form has a
maladaptive behavior domain which is optional. The time
required to administer the Interview Edition, Survey Form
is twenty to sixty minutes. The Interview Edition,
Expanded Form requires sixty to ninety minutes for admin¬
istration. The Classroom Edition can be given in approxi¬
mately twenty minutes. The Revised Vineland was standard¬
ized on a sample of 3,000 individuals from 0 to 18 years, 11
months, selected to represent the United States' population,
as reported by the 1980 U.S. Census. The sample represented
a wide range of variables, ethnic groups, community sizes,
parents' levels of education, sex, and race. Handicapped
children in institutional and non-institutional settings
were included in the sample. Split-half reliability
coefficients were used to compute standard errors of
measurement for adpative behavior composite and adaptive
behavior domain standard scores. The manuals for the
Survey Form and Expanded Form note results of test-retest
and interrater reliability studies. According to the
manuals for the Survey Form, Expanded Form, and Classroom
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Edition, intercorrelations of domain standard scores,
developmental trends in performance on domains and sub-
domains, profiles of scores for the seven supplementary
norm groups, and correlations with other adaptive behavior
measures were utilized. Correlations with intelligence
and achievement measures, including hte K-ABC, Peabody
Picture Vocabulary Test Revised (Dunn and Dunn, 1981) and
profiles of scores for key background variables were used.
Tennessee Self Concept Scale
The Tennessee Self Concept Scale, simply called The
Scale was developed by Fitts in 1955.^
Knowledge of how an individual perceives himself is
useful in attempting to help that individual, or in making an
evaluation of him. The scale, therefore, can be useful for
,a variety of purposes: counseling, clinical assessment
and diagnosis, research in behavioral science, personnel
2
selection, etc.
The Scale consists of 100 set descriptive statements
which the subject uses to portray his own picture of him¬
self. The scale is self administering for either in¬
dividuals or groups and can be used with subjects age 12
or higher and having at least a sixth grade reading level.
It is also applicable to the whole range of psychological
adjustment from healthy, well adjusted people to psychotic
patients. — ' ^
^William Fitts, Preliminary Manual, The Tennessee
Department of Mental Health Self-Concept Scale (Nashville,
Tennessee: Department of Mental Health, 1955), p. 1.
'^Ibid.
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The Scale is available in two forms, a Counseling
Form and a Clinical and Research Form. Both forms use
exactly the same test booklet and test items. The dif¬
ferences between the forms center in the scoring and pro¬
filing system. The counseling form is quicker and easier
to score since it deals with fewer variables and scores,
is appropriate for self interpretation and feedback to
counselees, and requires less sophistication in psycho¬
metrics and psychopathology by the examiner. The C and
R, or Clinical and Research Form, is more complex in terms
of scoring, analysis, and interpretation, and is not
appropriate for self interpretation by, or direct feedback
to, the subject. Scoring for both forms can be accomplished
either by hand, or by machine through the test piablisher.^
Fitts began the developmental work on this scale with
2
the Tennessee Department of Mental Health in 1955. The
original purpose was to develop a research instrument that
might contribute to the difficult criterion problem in
mental health research. In the original development of the
scale the first step was to compile a large pool of self-
descriptive items. The original pool of items was derived
from a niamber of other self-concept measures. Items were





The Tennessee Self Concept Scale consists of several
subscales. The total P score is used as a summary measure
of self-concept. It is comprised of eight subscales:
Identity, Self-satisfaction, Behavior, Physical Self, Moral-
Ethical Self, Personal Self, Family Self, and Social Self.
The scores on these eight subscales are added together to
obtain the total P score. The other scales of the Tennessee
Self Concept Scale are important in validating the total P
summary score.^ The other scores included are the self-
criticism scale.
The Scale is a standardized Likert-type instrument,
which will be used in assessing self-esteem. The norms
for this scale were developed from a broad sample of 626
persons. The standardization sample includes individuals
from various parts of the country and ranged in age from
12 to 68. Included were approximately equal numbers of
both sexes, both Negro and white subjects, representatives
of all social, economic, and intellectual levels and
educational levels from sixth grade through the Ph.D.
degree.^
The test-retest reliability coefficients of all
3
major scores, on both forms, are reported in the manual.
Other evidence of reliability is found in the remarkable
similarity of profile patterns found through repeated
measures of the same individuals over long periods of time.
.^Ibid. , P- 3.
'2ibid. , P- 13.
3lbid., P- 14.
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The classification system used for the raw scores
and column scores for The Scale is dependable. An item
was retained only if there was unanimous agreement by the
judges that it was classified correctly.^
Statistical analyses have been performed in which
a large group (369) of psychiatric patients have been
compared with the 626 non-patients of the norm group.
These demonstrate highly significant differences between
patients and non-patients for almost every score that is
2
utilized on The Scale.
The Wide Range Achievement Test
The Wide Range Achievement Test has undergone four
revisions since its inception in 1936. The 1978 revision
of the test as edited by Jastak and Jastak was
3
utilized in this study.
The 1936 test was standardized as a convenient tool
for the study of the basic school subjects of reading word
recognition and pronunciation, written spelling, and
arithmetic computation. It was designed as an adjunct to
tests of intelligence and behavior adjustment.
^Ibid. , p. 17.
^Ibid.
3





The 1936 and 1946 editions of the Wide Range Achieve¬
ment Test had only one scale of achievement ranging from
kindergarten to college in each of the three subtests.
Later editions retain the same three subtests, but each
subtest has been divided into two levels, I and II. Level I
is designed for use with children between the ages of 5
years, 0 month and 11 years, 11 months. Level II is
designed for persons from 12 years, 0 months to adulthood.^
There are three types of scores used in reporting
the test results; (1) grade ratings, (2) percentiles, and
C3) standard scores or deviation quotients corresponding
^ 2to raw scores.
The Wide Range Achievement Test satisfies statistical
reliability through the numerous population groups of dif¬
ferent degrees of homogeneity studied by the authors during
the past twenty years. The correlation coefficients range
from .92 to .98 for the reading and spelling tests and from
3
.85 to .92 for the arithmetic test.
The split-half correlation coefficients and standard
errors of measurement are summarized in table 12 of the
manual for seven agre groups at both levels I and II of the
4
1965 revision. They were determined on samples of 200
^Ibid., p. 1.
^Ibid., p. 15.
3lbid. , p. 46.
4lbid.
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individuals selected in such a way as to represent
probability distributions of achievement based on
normative data. The split-half measures used were odd-
even scores after the test items of each subject had been
arranged in their exact order of difficulty.^
The reliability coefficients are calculated in the
following manner. Divide the unique variances by 100,
subtract the quotient from one and get the square root of
2
the difference. Round off to two places beyond the decimal.
Several methods of estimating the validity of the test
were employed: (1) the correlation of test results with
outside criteria such as teacher's rating or chronological
age, (2) the correlation of the scores of one achievement
.test with those of another, (3) the correlation of the
achievement scores with mental ability or intelligence
ratings, and (4) a factor analysis of a large number of
abilities to determine the factor inherent in each subtest.
Career Development Inventory
The Career Development Inventory edited by Super
and Thompson considered a unique instrument because
it measures all three types of intervening variables:




^ SDonald Super and A. S. Thompson, Career Development
Inventory (New York: Psychological Corporation, 1979), p7 1.
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Motivation scales measures the intervening variables
concerned with the awareness, direction, and maintenance
of coping behavior. The Career Development Inventory has
five scales. The first two 20-item scales measure
motivation variables: attitudes toward career planning
and attitudes toward using resources for career planning
information and guidance.^
Structure variables denote cognitive schemes used
to organize experiences. Measures of the structural
intervening variable in career maturity assess competencies
or cognitive abilities that are resources for career
decision making. They are tests, rather than scales or
inventories, because their items have correct answers.
-The Career Development Inventory has two other 20-item
scales to measure structural variables: the ability to
apply decision-making principles to solving career-choice
2
problems and information about the world of work.
Content intervening variables denote the material
being processed by the mediating system. Content variables
in career development include interests, work values, and
educational/occupational alternatives. The consistency
and realism of the career content being processed by a
person can index career maturity because the alternatives
being considered usually become increasingly coherent and
practical when a person engages in self and occupational
1 ^Ibid., p. 2.
^Ibid., p. 3.
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exploration or tries to implement a choice. The final
scale, a 40-item content variable measure, appraises the
clients' knowledge of their preferred occupational field.^
The Career Development Inventory is available in
both a high school and a college form. For the purpose
of this study the high school form of the Career Develop¬
ment Inventory was employed.
Procedure for Implementation
In implementing the study, the following procedures
were employed;
1. Permission to conduct this study at
Atlanta University was obtained
•
2. Permission from parents to include
their sons in the study was obtained.
3. The literature was reviewed on
characteristics of adolescents, self-
concept, career maturity, academic
achievement, social maturity and the
unmarried father.
4. The data was collected, analyzed and
interpreted.
5. The s\immary, conclusions, implications,
and recommendations derived from the
study are incorporated into the final
report.
Analysis of the Data
The data was collected and analyzed in the fol¬
lowing manner;




2. At the end of the study the participants
were administered the following
instruments: 1) Tennessee Self-
Concept Scale, 2) Career Development
Inventory, 3) Wide Range Achievement
Test, and 4) Vineland Social Maturity
Scale.
Statistical Procedure
The Fisher t-test for independent samples was
applied to all four hypotheses. The decision rule was
the .05 level of confidence. If the obtained t-value
meets the decision rule, the hypotheses were rejected,
indicating that a structured group experience on effective
parenting had a statistically significantly influence on
the participants in this study.
CHAPTER IV
RESULTS AND DISCUSSION
The results of the analysis of the data are reported
and discussed in this chapter. Statistical and descriptive
analyses of these data were made. The findings are pre¬
sented as they relate to the basic null hypotheses of this
investigation as stated in Chapter I.
Statistical Analysis
A posttest-only design was employed in this research.
The Fisher t test for independent samples was applied to
the post treatment data to determine if differences existed
between self-concept, career maturity, academic achievement
and social maturity for the experimental and control groups
The .05 level of significance served as the decision
rule for accepting or rejecting hypotheses one through
four.
Effects of Structured Group Experience
Self-Concept
IH^: There is no statistically significant
difference between the mean self-concept of




The results of the statistical analysis for null
hypothesis one are shown in table 3.
TABLE 3















Positive 326.31 31.59 319.69 34.51 6. 62 .5078
An examination of the data in table 3 indicated that
the difference between the post treatment means for the
experimental and control groups (326.31 and 319.69, respec'-
tively) resulted in a t value of .5098 with 24 degrees of
freedom. This t value failed to meet the required table
value of 2b064 necessary to be significant at the .05 level.
f
Null hypothesis one was, therefore, accepted indicating as
predicted that there is no statistically significant dif¬
ference between the mean self-concept scores of in-school
Black adolescent unmarried fathers exposed and those not
exposed to a structured group experience on parenting.
Effects of Structured Group
Experience Career Maturity
2H : There is no statistically significant
difference between the mean career maturity
of the experimental group and the control
group.
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The results of the statistical analysis for null
hypothesis two are shown in table 4.
TABLE 4
ANALYSIS OP PARTICIPANTS* POSTTEST
SCORES ON CAREER MATURITY
Treatment Non-Treatment
N = 13 N = 13
Mean
Factor Mean SD Mean SD Diff. t
Career
Development:
Attitudes 114.15 15.6 3 110.69 6.12 3.46 .7436
Knowledge
and Skills 82.46 15.85 84.23 11.90 -1.77 -.3219
Orientation 96.77 14. 85 95.62 9.26 1.15 .2377
Preferred
Occupation 106 16.93 111.46 10.22 -5.46 -.9959
An analysis of the data in table 4 revealed that the
difference between the post treatment means for the experi-
mental and control groups resulted in a t value of .7436
for attitudes, .3219 for knowledge and skills, .2377 for career
orientation, and 24 degrees 6f freedom. The t value failed
to meet the required table value of 2.064 necessary to be
significant at the .05 level. Null hypothesis two is,
therefore, accepted indicating as predicted that there is
no statistically significant difference between the mean
career maturity scores of in-school Black adolescent
unmarried fathers exposed and those not exposed to a
structured group experience on parenting.
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The t value indicated that there is no
statistically significant difference between the mean
career maturity scores of in-school Black adolescent un¬
married fathers. There is evidence that they fell slightly
below average in Career Development Knowledge and Skills,
and Career Development Orientation.
Both groups showed strength in the areas of Career
Development Attitudes and Knowledge of Preferred Occupations.
Effects of Structured Group Experience
Academic Achievement
3H^; There is no statistically significant
difference between mean academic
achievement of the experimental group
and the control group.
The findings of the statistical analysis for null
hypothesis three are shown in table 5.
TABLE 5
ANALYSIS OF PAKTICIPANT'S POSTTEST










Reading 9.59 2.12 9.04 1.50 .45 .6293
Spelling 9.54 1.50 8.85 1.40 .69 1.20
Arithmetic 9.1 1.43 9.8 .89 -.7 1.50
An analysis of the data in table 5 revealed that the
difference between the post treatment means for the
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experimental and control groups resulted in a t value of
-.6293 for Reading, 1.20 for Spelling, and -1.50 for
Arithmetic with 24 degrees of freedom. The t value
failed to meet the required table value of 2.064 necessary
to be significant at the .05 level. Null hypothesis three
is, therefore, accepted indicating as predicted that there
is no statistically significant difference between the
mean academic achievement scores of in-school Black
adolescent unmarried fathers exposed and those not exposed
to a structured group experience on parenting.
Effects of Structured Group Experience
Social Maturity
4H^; There is no statistically significant
difference between the mean social maturity of
the experimental and the control groups.
The findings of the statistical analysis for null
hypothesis four are shown in table 6.
TABLE 6
ANALYSIS OF PARTICIPANT'S POSTTEST
SCORES ON SOCIAL MATURITY
Treatment Non-Treatment
N = 13 N = 13 Mean
Factor Mean SD Mean SD Diff. t
Social Age 17.25 1.50 17.21 1.59 .04 .0761
The data in table 6 revealed that the difference
between the post treatment means for the experimental and
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control groups (17.25 and 17.21 respectively) resulted in
a t value of .0761 with 24 degrees of freedom. The t
value of 2.064 was necessary to be significant at the .05
level. Null hypothesis four is, therefore, accepted
indicating as predicted that there is no statistically
significant difference between the mean social maturity
scores of the participants in this study.
Summary
The four null hypotheses which encompassed self-
concept, career maturity, academic achievement and social
maturity, failed to meet the required table value of 2.064
necessary to be significant at the .05 level. These
results indicated that the exposure of the subjects to the
structured group experience had no statistically signifi¬
cant influence on the subjects' self-concept, career
maturity, academic achievement and social maturity.
Descriptive Analysis
Following are the results of the analysis of the
biographical data, selected modified case studies, and
general reaction of the experimental group members to the
structured experience as inpressionistic data. The
biographical data was summarized under five broad cate¬
gories; a) personal and family history, b) education,
c) interests and traits, d) vocational interest and plans,
and e) health. Pertinent data drawn from the biographical
data sheet was corroborated by the counselors' observations.
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Two modified case studies were developed. The
thirteen experimental srjbjects were divided into Aid for
Dependent Children (AFDC) and non—AFDC. One participant
from each group was randomly selected as a case study
project.
The general reaction to the structured group
experience were impressions summarized from the researcher's
notes taken immediately following each session.
Biographical Data Summary
It was necessary for the researcher to collect
biographical data from the participants to be used as a
means of identifing the strengths and weaknesses of the
group members in order to help them with their personal
insight and understanding.
Personal and Family History. The majority of the
members of the experimental group lived in public housing/
with mother as the head of the household. One participant
lived in a single parent family with the father as head of
the household. The family size ranged from three ot six
members.
Although each participant worked a part-time or
full-time job, eight of the families depended upon Family
and Children Services to supplement the family income.
Education. The experimental participants were
presently in the tenth through twelfth grades. The
grade point average was 2.3 on a 4.0 scale, however, the
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range was from 1.0 to 3.5. Not any of the participants
had skipped a grade, although one has repeated a grade.
It was recorded that zero to twelve hours a week
were spent at school or at home studying. Each partici¬
pant reads for enjoyment at some point, with sports
magazines being at the top of the reading list. Many of
the participants were planning to continue their education
by attending college or trade school.
Interest and Traits. The interest and traits of
the group varied, each member related to some type of
sports. All of the members played football or basketball
on the school is varsity squad.
The group members may be considered in the low-
socioeconomic level according to society, however, they
are just as active in extra-curricular activities as any¬
one else in the school. They were proud of their
accomplishments. Most of the participants spent time
playing outdoors. They had assigned responsibilities at
home, such as, washing dishes, cleaning the bathroom,
putting out garbage, and cleaning their own room. They
also spent time with the mother and child.
Vocational Plans. The appraisal of the vocational
plans for the in-school black adolescent unmarried fathers
as taken from the biographical data sheets showed the
group with a diversity of occupational plans. Some of
the first choice occupations included: auto mechanics.
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engineering, drafting, computer technician, culinary
arts, and military.
The participants have been deciding on the occupa¬
tions mentioned above from one to three years. The data
showed that they have been preparing for these occupa¬
tional careers through taking two or more classes, working
with computers, JROTC, reading and asking questions and
researching occupations in high school.
In answer to the question. What would you like to
be doing fifteen years from now brought out response such as.
President of the United States, a millionaire, owner of
several restaurants, football coach, professional football/
basketball player, and a store manager.
It was revealed that the majority of the parent(s)
were involved in the occupational choices of their sons.
They suggested occupations for them to consider that would
lead to a career such as a policeman, computer technician,
draftsman, and mechanical engineer.
Health. All group participants felt that they were in
good health except two. One had an allergie and the other
had asthma. All members had a recent physical examination
through the school because of their involvement in sports.
Members stated that they worried about their health
only when they were ill
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Case Studies
The case study is a comprehensive method of collect¬
ing and summarizing data about an individual. The infor¬
mation contained in these studies came from the research¬
er's observations, interviews, data sheets and tests.
Case I
Subject - E5 Scores:
Age - 17 Wide Range Achievement Tests
Sex -Male Reading - 11.5
Math - 10.4
Spelling - 11.7
Vineland Social Maturity - 19,5
Tennessee Self-Concept
Total Positive Score - 366
Background; E5 is the youngest of three children.
The next sibling is two years older, the oldest is
four years older. Both siblings are highly capable
intellectually, the oldest is a senior in college
and the next one is a senior in high school,
graduating this June, ranking number one in the
class. The parents have had some training above
high school.
The mother and father are separated, however,
E5, although living with his mother is in close
contact with his father. The mother has contributed
quite positively to his development and success.
-Academically, he has maintained a "B" average and
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has been a student leader throughout high school.
He is presently the president of his class and has
been elected to serve as President of the Student
Council next school year.
E5 is a very popular student, it might be
in part because of his athletic ability. He is a
star on the football team.
Counselors' Observations
From the first group session , E5 emerged as a
leader. The other group members looked up to him and
valued his opinion. Seemingly, because of his
willingness to share his thoughts and ideas it
enabled the group cohesion to occur at the beginning
of the second session.
E5 indicated that he had become a father at
16 years of age and was not trying to avoid his
responsibility but was not ready for marriage. He
further stated that he plans to go to college and
become an engineer.
E5 reported to each group session on time, with
all homework, assignments completed. In front of the
group leader he never participated in teasing or
playing like many of the other group members.
Observed and Reported changes
in Behavior
E5 expressed thanks for the opportunity to be a
part of the group. Although he is still a student
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leader after having fathered a child, he had
many negative feelings about himself. After the
group experience he indicated that he has improved
his self-concept. He also stated that as a result
of the group sessions, he has become more verbally
expressive and views himself with more understanding.
Case II
Subject - E12 Scores;
Age - 17 Wide Range Achievement Tests




Social Age - 14.0
Tennessee Self-Concept
Total Positive Score - 236
Background. E12 is 17 years old and the oldest of
five children. He comes from a single parent family
with the mother as head of the house. The family
income is supplemented monthly with a check from
the Department of Family and Children's Services.
Along with E12 there are two sisters and one
brother in high school. Of the four in high school
E12 and one sister are in the Exceptional Children's
Program. El2's school progress has been slow. He
has repeated the ninth grade. E12 has been in
Special Education for the past four years and he is
.now being mainstreamed to four classes each day.
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E12's poor performance in school may be linked
with poor attendance and working a full-time job.
A review of El2's data sheet disclosed that
when asked the subjects that he liked best in school
he listed P, E. twice. He is a good football
player and attends school regularly during football
season.
Counselor's Observation
While taking the test that was used in this
research, it was observed that E12 had problems
staying on task. He had to be reminded to complete
the test.
E12 did not respond unless he was directed
to do so. He seemed to have enjoyed being a
part of the group from his body gestures. He was
always in agreement with the other participants.
Several times he stated that he was very proud of
having fathered a child.
Observed and Reported Changes
in Behavior
It was next to the last session that E12
became a full participant of the group. He opened
up and talked very freely about some concerns.
Seemingly, he reflected over his life and said,
"I would like to get married and father more
children. I know I need to finish high school and
take some type of trade." At the end of the
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session, he asked for individual counseling
to help him prepare for the future.
At the last group session his final comment
was, "I did not know you could learn so much from
other students your own age,"
Summary of General Reactions
Although the participants in the experimental group
knew each other prior to the group sessions, they had
never formally joined together to discuss a common concern.
The group experience provided the participants with
their first opportunity to verbalize and share common
thoughts, feelings and experiences about their being a
father. The group interaction and sharing of similar
experiences enabled participants to more clearly understand
their responsibilities of being an unmarried father.
Each of the participants attends school full time
and also works a full or part-time job in order to assist
with child support. Each participant stated that he helps
financially with the care of the child. Eight out of
thirteen stated that they had to buy "milk and pampers" for
the baby, at least three times a week. Some of the group
members stated that if they did not have money to give
the baby's mother, they borrowed it from their parents.
It was revealed that of the thirteen unmarried in¬
school fathers, only one of them attended the same high
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school as the mother. This couple plans to marry after
they graduate from high school in June.
The final session included a general wrap-up of the
group experience. It was included to allow members to
deal with unfinished business, exchange good-byes and
evaluate the group experience.
Some representative group member conclusions,
paraphrased, include:
I did not know I could open up and talk
so freely.
I feel less alone. The other guys have a
problem much like mine.
As we talked I realized that I am not ready
for the full responsibility of a family.
Thank you I needed to just talk with someone.
Will you have another group?
I have grown.
I know that I must continue my education.
To date, participants are indicating positive changes,
in attitudes, feelings and behaviors. The comments from
the participants generally indicated improved self-
concept and increased awareness of the effects of attitudes
about accepting and supporting a family.
Discussion
The literature related to unmarried fathers was
brief and until recently inconsistent. Because of the
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scarcity of the literature on black unmarried fathers
the researcher included a descriptive analysis of the
experimental group.
The results of hypotheses one, two, three and four
revealed that there is no statistically significant dif¬
ference between the self-concept, career maturity,
academic achievement and social maturity of the experi¬
mental group and the control group.
When two groups of in-school black unmarried adoles¬
cent fathers from different school settings were compared
for self-concept, career maturity, academic achievement
and social maturity as predicted there was no statisti¬
cally significant difference in any factor.
The researcher of this paper feels that there are
reasons for finding no difference between the groups.
Participants of the experimental group attended one
high school, and participants of the control group attended
another high school, however, the schools are predomi¬
nantly black and are within a three mile radius. The
curriculum and social programs in each school are
similar. The students constantly transfer from one of
these schools to the other.
This area is considered low income. Many of the
families are single parent and receive some type of
subsidy.
The communities are called by different names but
have basically the same structure. The public library.
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a bank, and a McDonald's are in the center of the two
communities and service both groups.
Economically, socially, psychologically, and mentally
all participants have been exposed to a similar type of
urban upbringing.
The structured group treatment was designed to allow
the participants an opportunity to interact around the
themes of social maturity, self-concept, academic achieve¬
ment and social maturity. It was observed by the
researcher that the interaction among the group members
was beneficial and allowed for growth.
There was no statistically significant difference
between the groups, however, it was interesting to note
that most of the students are performing on an average
level.
The related literature revealed that unmarried
fathers drop out of school. Conversely, to the literature
all of the group members were continuing in school with
no plans for dropping out. This may be due to the
encouragement of the school system which permits male
and female students to continue their education un¬
interrupted.
Instances in the literature directly supported many
of the experiences of the group participants in their
acceptance and support of the baby. All of the group
members worked part time or full time to help with child
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support. They also visited with the mother and child as
often as possible. Some of them visited as many as two
or three times a week.
The literature on unmarried fathers suggested that
he is frightened, withdrawn, confused and frequently feels
guilty about the pregnancy. After nine weeks of group
treatment, it was revealed that the unmarried black
fathers were popular with the other students because of
their ability to play football. Because of popularity as
varsity football players they earned student leadership
positions. The total positive scores for social maturity
was above average for this group.
Group participants were in high agreement with
researchers in the literature during their participation
in the structured group experience by acknowledging that
they would participate with social agencies or other
services for unmarried fathers, were available. The
members asked for another group experience.
A careful scrutiny of the related literature led the
researcher to conclude that the literature in the area of





Recapitulation of Research Design
Purpose
The purpose of this study was to investigate the
effects of a structured group experience involving effec¬
tive parenting information on self concept, career maturity,
academic achievement and social maturity of black in¬
school unmarried fathers in an urban community setting.
Hypotheses
1. H : There is no statistically significant°
difference between the mean self-concept
of the experimental group and the control
group.
2. H ; There is no statistically significant
° difference between the mean career
maturity of the experimental group and
the control group.
3. H ; There is no statistically significant° difference between the mean academic
achievement of the experimental group
and the control group.
4, H : There is no statistically significant°
difference between the mean social





The Tennessee Self-Concept Scale, the Wide Range
Achievement Test^ the Vineland Social Maturity Scale, the
Career Development Inventory and a Biographical Inventory
were used to gather the appropriate data.
Definition of Terms
1. Self-Concept—the scores that were obtained from
the Tennessee Self-Concept Scales.
2. Career Maturity—the results that were obtained
from the Career Development Inventory.
3. Achievement—the scores that were obtained from the
wide RangeAchievement Tests.
4. Social Maturity—the scores that were obtained from
the Vineland Social Maturity Scale.
Research Design
The research design for this study was a two group
randomized subject, posttest-only design. No pretest was
used. The randomization controls for possible extraneous
variables and assumes that any initial differences between
the groups were attributable only to chance and therefore
would follow the laws of probability.
Participants
The participants for this study consisted of thirty
black adolescent, in-school unmarried fathers between the
ages of 15-19, randomly drawn from a pool of such males in
a section of Northwest Atlanta, Georgia. These adolescents
were identified by the schools they attend, church
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affiliation, and which of the two local recreation centers
they frequented.
Review of Literature
The review of the literature related to this study
was comprised of seven sections. The first section
described the characteristics of adolescence, however,
over the yeras authorities have disagreed on what should
encompass the adolescence period of development. There¬
fore, some common generalizations about adolescence were
presented. Sections two through five described the
literature pertinent to self-concept, career maturity,
academic achievement and social maturity. Section six
described the literature as it pertained to unmarried
adolescent fathers and section seven described the literature
relevant to black unmarried adolescent fathers.
Summary of Findings
A summary of the findings of this study is as follows:
1. No statistically significant difference
was found between the posttest means on
the self-concept scale for the experimental
and control groups. The null hypothesis
was accepted.
2. No statistically significant difference
was found between the posttest means on
the career maturity scale for the experi¬
mental and control groups. The null
hypothesis was accepted.
3. No statistically significant difference
was found between the posttest means on
the academic achievement scale for the
experimental and control groups. The
null hypothesis was accepted.
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4. No statistically significant difference
was found between the posttest means on
the social maturity scale for the experi¬
mental and control groups. The null
hypothesis was accepted.
The findings of this study seem to warrant the fol¬
lowing conclusions:
1. No statistically significant difference
was found between the posttest means of
the experimental and control groups on
self-concept, career maturity, academic
achievement and social maturity.
2. According to the in-school black unmarried
adolescent fathers who participated in this
study, exposure to a structured group
experience in parenting led to growth,
and self-understanding.
3. Information from the biographical data
sheets indicated that in-school black
unmarried adolescent fathers are socially
well adjusted, have good vocational plans,
have at least average academic performance,
and are characterized by a reasonably
positive self-concept.
4. Generally, the participants of this study
contributed to the support of their off¬
springs which is contrary to the prevailing
notion in the literature
Implications
The following implications seem to be inherent in
the conclusions drawn from the findings of this study:
1. The effects of treatment may have produced
different results if the sessions had been
extended over a longer period of time.
The structured group participants may not
have had adeq\iate time to internalize,
understand and apply all of the information




3. The structxired group experience with
unmarried black fathers can contribute
to present counseling techniques which
assist individuals in effectively dealing
with and understanding unmarried fathers.
4. The statistical findings may or may not
be as indicative of the effects of the
structured group experience on the group
participants' self-concept, career maturity,
academic achievement and social maturity
as possibly the descriptive findings.
Recommendations
On the basis of the implications in this study, the
following recommendations are warranted:
1. That more studies of a baseline data gathering
nature be conducted involving in-school black
unmarried adolescent fathers.
2. That more school counselors become involved in
research in the counseling needs of black
unmarried adolescent fathers because these
fathers have not typically turned to counselors
for help as compared to other helping
professionals.
3. That more definitive steps be taken by social
agencies to heighten the work with unmarried
fathers through community and parent involvement.
4. That more counselors become active advocates
of expanded legal rights for punitive fathers




223 Chestnut Street, S.W.
Atlanta, Georgia 30314
(404) 681-0251
TO WHOM IT MAY CONCERN:
This is to grant my son, permission
to participate in the doctoral dissertation study at Atlanta
University by Mrs. Carrie W. Buggs entitled, "The Effect of a
Structured Group Experience on Parenting and Self-Concept, Career
Maturity, Academic Achievement, and Social Maturity of a Sample
of Black Unmarried Adolescent Fathers." 1 understand that the
confidentiality of the participants will be absolutely protected,
that participant information will not be personally identifiable,
and the results of this study will be used only to help such
young men, as a part of an overall counseling effort.








I am studying for the Doctor of Philosophy Degree in Guidance and
Counseling in the School of Education at Atlanta University. One
of the requirements for the degree is a research study called a
dissertation. I am about to start by dissertation study and I
urgently need your help.
The title of my study is "The Effect of a Structured Group Experience
on Parenting and Self-Concept, Career Maturity, Academic Achievement,
and Social Maturity of a Sample of Black Unmarried Adolescent
Fathers." I have chosen this topic because I hope to find some
ways of helping Black unmarried young men who happen to become
fathers to better deal with their new problems, the responsibilities
of parenthood, and the continuation of their education. All of us
realize how important education is in obtaining a job that will
enable young fathers to support themselves and to help with the
•care of their new offsprings.
Your son has indicated a desire to participate in my study. As a
part of my study, he will be one of about fifteen Black unmarried
adolescent fathers who will attend a series of group meetings led
by me. I need your permission in order for him to participate.
Consequently, I would deeply appreciate your signing the enclosed
form for this purpose. Please feel free to contact me if you have
any questions in this regard.
Sincerely,
CWB:sb








A. Personal and Family History
1. Name Birthdate
2. Home Address Telephone
3. Mother's Name
4. Father's Name or Guardian's Name
5. Father's Occupation
6. Mother's Occupation
7. Number of Brother's Si sters
8. Who lives in your home? Mother Father
Step parent Grandparents Brothers (Number)
Sisters (Number) Other
Your Education
1. How many schools have you attended?
2. Have you ever skipped a grade? Repeated a grade?
3. Your average school work Is about (circle one} A B C D
4. Name the school subject that;
You like best You like least Is easiest Is hardest
5. Are there magazines you read at least once a month?
Name them
6. Have you read any books in the last month?
7. How many hours per week do you usually study?
At Home At School
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8. Check the item below that best describe your study conditions
at home.
Room of your own Share a room
Living room, etc. Very quiet, no radio or television
Quiet, but not left alone
Noisy with many distractions ■
9. Circle the highest grade you plan to complete.
11 12 13 15 1610.What do you plan to do when you leave high school?
Go to work Go to business school
Go to trade school Go to college
Other plans, what are they?
C. Your Interest and Traits
1. What are your present hobbies or past-times?
2. To what clubs and organizations do you belong?
3. In which are you most active?
4. In which activities would you like to be more active? .5.Approximately how many hours each week do you spend on each of the
following activities?
Going to movies House work
Going to church Reading
Playing outdoors Hobby
Responsibilities such as chores, lawn mowing, etc.6.What have you done in school or out of school that you are most
proud of?
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D. Vocational Interests and Plans
1. Name one or more occupations that you have considered for
your life work. Give your first, second and third choices.
a. b. c.
2. With regard to your chosen occupation, are you (Check one)
Very certain Rather certain Quite certain
3. How long ago did you decide to enter the occupation which you have
listed as your first choice?4.What have you done to learn more about the occupation which you are
considering?5.If you could do just as you wish, what would you want to be
fifteen years from now?6.What occupation has been suggested for you by others?7.What occupation do your parents want you to follow?
E. Health1.Have you any physical problems or health worries that bother you?
If so, what?
2. When did you have your last physical examination?








Counseling groups provide an opportunity for persons
who have problems and concerns to share those concerns with
others who have similar concerns in the presence of a
trained group leader. In sharing and reacting to the con¬
cerns of others, you and the other group members will be
helped. The purpose of this session is to acquaint you
with what a group is, its purpose and your responsibilities
in effectively participating in such an experience.
Objective(s)
1. Participants will understand their role as
a member in a counseling group.
2. Participants will understand the purpose of
the group.
3. Participants will know their responsibility
as a functioning men±)er of a counseling group.
Procedures
1. Warm up exercise: Msi±iers will introduce
and tell something about themselves in dyads.
Share with larger group.
2. Group leader will facilitate the group in
understanding and accepting the general
purpose(s) of the group experience.
3. Introduce and discviss ground rules.
4. Participants will complete personal
data forms provided.
Wrap-up
1. Summarize pertinent contributions as they
relate to the objectives.






Becoming aware of and understanding your thoughts and
feelings are very important parts of how you feel about
yourself. Your feelings may be either positive or negative.
In general, positive experiences and fulfilling relationships
help raise self-esteem. Negative experiences and troubled
relationships tend to lower self-esteem. There is a
relationship between feelings and behavior. Your feelings
can sometimes be determined by your behavior which may affect
the way you deal with other people. This session is
designed to allow you to assess your own level of self¬
esteem and to explore possible ways of improving the way
you feel about yourself.
Objective(s)
1. Participants will be aware of their own
level of self-esteem.
2. Participants will be able to identify
methods of thinking positively about
themselves.
Procedures
1. Presentation of self-concept through mini
lecture on how to build self-esteem.
2. Elicit through responses (orally) of
participants their reaction to the
information. '
3. Discussion of questions: Who I am?
How I feel about ityself?
Wrap-up
1. Restate ways that meitbers indicated that
persons can think positively about themselves.
2. Have members provide feedback in response to
the following question: Do you feel better
about yourself?
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SUPPLEMENT TO SESSION TWO
Mini-Lecture
Topic: How to build self-esteem in one's self.
Improving one's self-esteem is really worth it and
can begin by thinking positively about yourself.I.You can take pride in your individuality.II.You can praise yourself when you deserve it.III.You can trust your own judgement.IV.You can help yoxirself by developing your
talents and abilities.V.You can encourage yourself whenever you





Choosing a career is one of the most important, and
most difficult steps in one's life. Today's careers are
growing increasingly specialized and complex, and more
training and preparation are required to perform them.
This session was designed to allow you to assess your own
level of occupational and career maturity.
Objectives
1. Group members will understand the necessity
of knowing how to locate occupational and
career information.
2. Group members will be aware of their own
level of career maturity.
Procedures
1. Discuss homework assignment.
2. Introduce slide presentation—Occupational Choice.
3. Share with each other your present career choice
and your aspirations for the future.
Wrap-up
1. Group members will give feedback on how the
session helped them to focus on the importance
of making a career choice.
2. Summarize pertinent contributions based on





At each developmental stage in life, important social
skills must be mastered. People who are lacking social
skills frequently experience interpersonal difficulties at
home, at work, at school, and during leisure time. This
session will focus on your ability to get along with others
and to explore possible ways of improving your social
responsibility toward others.
Objectives
1. Members of the group will understand the
necessity of possessing social skills.
2. Members of the group will understand why
it is necessary to accept responsibility
in the social setting in which they
generally find themselves.
Procedures
1. Introduce the word "social" and have
group members respond.
2. Facilitate a discussion of social maturity
as it leads to social competence.
3. Group leader will introduce a short
discussion on the importance of accepting
responsibility.
4. Group members will discuss how they accept










High schools are expected to facilitate social
matxiration and provide the intellectual and cognitive
skills essential to s'urvival in the adult world, being
willing to pay the price for a second chance. In order
to achieve and excel you should have a knowledge of art,
science, literature and mathematics. The purpose of this
session is to allow yon to assess your own level of
academic achievement and to explore possible ways of
improving your academic achievement.
Objectives
1. Group mentxers will understand the necessity
of an education.
2. Group members will understand the importance
of academic achievement.
Procedures
1. Discussion of last session's homework.
2. Read success story—as a stimulus.
3. Questions and answer period:
Do you feel comfortable with your current
level of education?
How important is an education to you?
Does your current education allow you to
get the job you want?
Do you feel that there is an important
link between a school education and your
ultimate goal in life?
4. Role Play—Importance of an Education.
Wrap-up
1. Elicit feedback from members encouraging
interaction among members.
2. Summarize pertinent contributions based on
the objectives.
3. Homework—Discuss any form of educational
plans you have with your family.
-107-
SESSION SIX
Privileges and Responsibilities of Parents
Overview
The power to nurture, take care of and love could be
called the power of comfort-giving. The comfort-giver is
a power person, someone to be obeyed, pleased and emulated.
This session is planned to include the following: The
privileges of being a parent and the responsibilities of a
parent.
Objectives
1. Group members will understand the privileges
of being a parent.
2. Group members will understand the responsibili¬
ties of being a parent.
Procedures
1. Discussion of parenthood.
2. Brain storm—list privileges and responsibilities
of being a parent.
3. Share with group the list of responsibilities.
4. Role play—being the head of the household.
5. Discussion of ways to'avoid becoming a parent
or addition to family.
Wrap-up
Group members will give feedback on how the session
helped them focus in on the importance of realizing the





The importance of the father in the home does not
mean that men and women ought to play the same role. It
should be recognized that their roles are different,
complementary and equally necessary. This session was
designed to allow you to discuss and xinderstand the role
of the father as it relates to the entire household.
Objectives
1. The members of the group will recognize the
appropriate and inappropriate roles of the
father.
2. The members of the group will increase the
evidence of positive understanding of the
father's role in the family.
Procedures
1. Going around the group, ask what do you
think of when I say the word "father"?
2. Childhood experiences may affect the members
as to the way in which they see''the role of
the father. Ask the group to think of two
childhood experiences involving the father.
Have them share these with the group,
allow for discussion tand indicate whether
they felt that the experiences were positive
or negative.
Wrap-up
1. Summarize the session.
2. The group leader will elicit feedback from
the members encouraging interaction among
members.
3. Restate ways that members can think positively
about the role of the father.
Discuss with the group the assessment
instruments that will be administered at the
next session. Remind the group that it will




Terminating the Group and
Administering Instruments
Overview
You have been a member of this group for the past
seven weeks. Sharing a group experience can be very
rewarding. This session was designed to clear up any
unfinished business, to express appreciation and give
closure to the group. This session will also be devoted
to the administration of the assessment instruments.
Objectives
1. Group members will share in the refining
of all unfinished business.
2. Group members will be administered the
assessment instruments.
Procedures
1. Group members will be given an opportunity
to clear up any unfinished business.
2. Group members will be administered the
assessment instrument;
Tennessee Self-Concept - 10-20 minutes
Wide Range Achievement - 15 minutes
Career Development - 20 minutes
Vineland Social Maturity Scale - 15-20 minutes
i
3. Collect all tests materials.
4. Thank the group for participating.
5. Announce the option of having a follow-up
session.
Wrap-up
1. Social hour - giving each member an opportunity
to express their own goodbye for now to each







William H. Fitts, PhD.
Published by
Counselor Recordings and Tests
Box 6184 - Acklen Station Nashville, Tennessee 37212
INSTRUCTIONS
On the top line of the separate answer sheet, fill in your name and the other
information except for the time information in the last three boxes. You will fill
these boxes in later. Write only on the answer sheet. Do not put any marks in
this booklet.
The statements in this booklet are to help you describe yourself as you see
yourself. Please respond to them as if you were describing yourself to yourself.
Do not omit ony Hemi Read each statement carefully; then select one of the five
responses listed below. On your answer sheet, put a circle around the response
you chose. If you want to change an answer after you have circled it, do not
erase it but put an X mark through the response and then circle the response you
want.
When you are ready to start, find the box on your answer sheet marked time
started and record the time. When you are finished, record the time finished in
the box on your answer sheet morked time finished.
As you start, be sure that your answer sheet and this booklet are lined up
evenly so that the item numbers match each other.
Remember, put a circle around the response number you have chosen for each
statement.
Completely Mostly Partly false Mostly Completely




You will find these response numbers repeated at the bottom of each page to
help you remember them.
« William H. Fitts, 1964





3. I am an attractive person 3
5. I consider myself a sloppy person ^
19
19. I am a decent sort of person
21 . I am an honest person 21
23. I am a bad person 23
37. I am a cheerful person 37
39. I am a calm and easy going person 39
41 . I am a nobody
55. I have a family that would always help me in any kind of trouble 55
57. I am a member of a happy family 57
59. My friends have no confidence in me
73. I am a friendly person 73
75. 1 am popular with men 7 5
77. I am not interested in what other people do
91. I do not always tell the truth 91
93. I get angry sometimes 93
Completely Mostly Partly false Mostly Completely
Responses- false false and true true
partly true




2. I like to look nice and neat oil the time
4. I am full of aches and pains
6. I am a sick person
20. I am a religious person
22. I am a moral failure
24. I am a morally weak person
38. I have a lot of self-control
40. I am a hateful person
42. 1 am losing my mind
56. lam an Important person to my friends and fami ly
58. I am not loved by my family
60. I feel that my family doesn't trust me
74. lam popular with women
76. I am mad at the whole world
78. lam hard to be friendly with
92. Once in a while 1 think of things too bad to talk about
94. Sometimes, when I am not feeling well, I am cross.
Completely Mostly Partly false Mostly Completely
Responses- false false and true true
partly true





7, I am neither too fat nor too thin
9. I like my looks just the way they are
11.1 would like to change some parts of my body
25. I am satisfied with my moral behavior
27. lam satisfied with my relationship to God
29. I ought to go to church more
43. lam satisfied to be just what I am
45. lam just as nice as I should be
47. I despise myself
61 . I am satisfied with my family relationships
63. I understand my family as well as I should
65. I should trust my family more
79. lam as sociable as I want to be
81 . I try to please others, but 1 don't overdo it
83. I am no good at all from a social standpoint
95. I do not like everyone I know
97. Once in a while, I laugh at a dirty joke
Completely Mostly Partly false Mostly Completely




















1 2 4 5
Page 4
8. 1 am neither too tall nor too short.
10. I don't feel as well as I should.
12. I should have more sex appeal
26. I am as religious as I want to be
28. I wish I could be more trustworthy.
30. I shouldn't tell so many lies.
44. I am as smart as I want to be,
46. I am not the person I would like to be.
48. I wish I didn't give up as easily as I do,
62. I treat my parents as well as I should (Use past tense if parents are not living)^.
64. I am too sensitive to things my family say,
66. I should love my family more
80. I am satisfied with the way I treat other people
82. 1 should be more polite to others.
84. I ought to get along better with other people,
96. 1 gossip a little at times.




Partly false Mostly Completely
and true true
partly true





13. I take good care of myself physical ly
15. I try to be careful about my appearance
17. I often act like I am "all thumbs"
31 . I am true to my religion in my everyday life
33. I try to change when I know I'm doing things that are wrong
35. 1 sometimes do very bad things
49. I can always take care of myself in any situation
51 . I take the blame for things without getting mad
53. I do things without thinking about them first
67. I try to play fair with my friends and family
69. I take a real interest in my family
71 . 1 give in to my parents. (Use past tense if parents are not living)
85. I try to understand the other fellow's point of view
87. I get along well with other people
89. 1 do not forgive others easily
99. I would rather win than lose in a game
Completely Mostly Partly false Mostly Completely






































I feel good most of the time
I do poorly in sports and games
I am a poor sleeper
I do what is right most of the time
I sometimes use unfair means to get ahead
I have trouble doing the things that are right
I solve my problems quite easily
I change my mind a lot .
I try to run away from my problems
1 do my share of work at home
I quarrel with my family
I do not act like my family thinks I should
I see good points in all the people I meet
I do not feel at ease with other people
I find it hard to talk with strangers






Completely Mostly Partly false Mostly Completely
Responses- false false and true true
partly true
31 2 4 5
School Form
Developed by Drs. Donald E. Super, Albert S. Thompson,
Richard H. Lindeman, Jean P. jordaan, and Roger A. Myers
at Teachers College, Columbia University
Career Development Inventory
DIRECTIONS
The Career Development Inventory asks you about school, work, your
future career, and some of the plans you may have made. Answers to
questions like these can indicate what kind of help may be useful to you
in planning and preparing for a job after graduation, for vocational and
technical school training, or for going to college before pursuing your
occupational career.
The Inventory consists of two parts. The person who administers it will
indicate whether you should complete the first part, the second part, or
both parts. Part I (Career Orientation) begins on the next page and Part II
(Knowledge of Preferred Occupation) begins on Page 11.
All your answers to the CDI go on a special answer sheet which should
accompany this booklet. Make no marks of any kind on this booklet.
Record your answers by blackening the appropriate lettered boxes on
the answer sheet, using a #2 lead pencil. Do not use a pen. If you change
an answer, please erase thoroughly.
Before opening the test booklet, fill in your name and the other
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PART I. Career Orientation
A. CAREER PLANNING
How much thinking and planning have you done in the following areas? For each question
below choose the answer that best tells what you have done so far.
1. Finding out about educational and occupational possibilities by going to the library, sending
away for information, or talking to somebody who knows.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
2. Talking about career plans with an adult who knows something about me.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
3. Taking classes which will help me decide what line of work to go into when I leave school or
college.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
4. Taking classes which will help me in college, in job training, or on the job.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
5. Taking part in school or out-of-school activities which will help me in college, in training, or on
the job.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
6. Taking part in school or after-school activities (for example, science club, school newspaper,
volunteer nurse's aide) which will help me decide what kind of work to go into when I leave
school.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
Co on to the next page.
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7. Getting a part-time or summer job which will help me decide what kind of work I might go into.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
8. Getting money for college or for job training.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
9. Working out problems that might make it hard for me to get the kind of training or the kind of
work I would like.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. 1 have made definite plans, and know what to do to carry them out.
10. Getting the kind of training, education, or experience I will need to get the kind of work I would
like.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
11. Getting a job once I have finished my education and training.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
12. Doing things that will help me be a good worker, one who is most likely to be sure of a job.
A. I have not yet given any thought to this.
B. I have given some thought to this, but haven't made any plans yet.
C. I have some plans, but am still not sure of them.
D. I have made definite plans, but don't know yet how to carry them out.
E. I have made definite plans, and know what to do to carry them out.
The next questions concern the kind of work you would like to do when you complete your education.
At this stage, you probably have not definitely decided on a specific occupation, but you probably can
think of afield of work or type of job you would like to work at. Keeping in mind the type ofjob you think
you might like to be in after you finish your schooling, choose the one best answer which tells the
amount of knowledge you already have about these jobs.13.What people really do on the job.
A. Hardly any knowledge.
B. A/;ff/e knowledge.
C. An average amount of knowledge.
D. A good dea/of knowledge.
E. A great deal of knowledge.
14.The abilities needed for the occupation
A. Hardly any knowledge.
B. A little knowledge.
C. An average amount of knowledge.
D. A good dea/of knowledge.
E. A great deal of knowledge.
Go on to the next page.
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15. The working conditions on such jobs.
A. Hardly any knowledge.
B. A little knowledge.
C. An average amount of knowledge.
D. A good dea/of knowledge.
E. A great deal of knowledge.
16. The education or training needed to get
such a job.
A. Hardly any knowledge.
B. A little knowledge.
C. An average amount of knowledge.
D. A good deal of knowledge.
E. A great deal of knowledge.
17. The need for people on that kind of job in
the future.
A. Hard/y any knowledge.
B. A little knowledge.
C. An average amount of knowledge.
D. A good deal of knowledge.
E. A great deal of knowledge.
18. Different ways of getting into that
occupation.
A. Hardly any knowledge.
B. A little knowledge.
C. An average amount of knowledge.
D A good deal of knowledge.
E. A great deal of knowledge.
19. The chances of advancing in that kind of
job or occupation.
A. Hardly any knowledge.
B. A little knowledge.
C. An average amount of knowledge.
D. A good deal of knowledge.
E. A great deal of knowledge.
20. What sort of working day and work week I
might have in the occupation.
A. Hard/y any knowledge.
B. A little knowledge.
C. An average amount of knowledge.
D. A good deal of knowledge.
E. A great deal of knowledge.
B. CAREER EXPLORATION
Questions 21 through 30 have four possible answers. Choose the one best answer for each
question to show whether or not you would go to the following sources for information or help



















24. Coaches of school or other teams.





















29. People in the occupation or at the institute










4 Co on to the next page.
Questions 31 through 40 also have four possible answers. This time choose the one best
answer to show how much useful information the people or sources listed below have already
given you or directed you to in making your plans for the future.31.Father, mother, uncles, aunts, etc.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
36.School counselors.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
32. Brothers, sisters, or other relatives.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
33. Friends.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
34. Coaches of school or other teams.
37. Other adults who know things and can help
people.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
38. College catalogues, books, guidance
materials, etc.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
35.Teachers.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
39. People in the occupation or at the institute
or college I am considering.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great deal of useful information.
40. TV shows, movies, or magazines.
A. No useful information.
B. Some useful information.
C. A good deal of useful information.
D. A great ofea/of useful information.
C. DECISION-MAKING
What should each of the following students do? Choose the one best answer for each case.
41. E.R. took some tests which show some promise for clerical work. This student says, "I just can't
see myself sitting behind a desk for the rest of my life. I'm the kind of person who likes variety. I
think a traveling job would suit me fine." E.R. should:
A. disregard the tests and do what he or she wants to do.
B. do what the tests say since they know best.
C. look for a job which requires clerical ability but does not pin one to a desk.
D. ask to be tested with another test since the results of the first one are probably wrong.
42. J.D. might like to become a computer programmer, but knows little about computer
programming, and is going to the library to find out more about it. The most important thing for
J.D. to know now is:
A. what the work is, what one does on the job.
B. what the pay is.
C. what the hours of work are.
D. where one can get the right training.
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43. A.M. is very good with skilled handiwork and there isn't anybody in the class who has more
mechanical aptitude or is better at art. A.M.'s best grades are in math, but A.M. likes all of these
things. What should A.M. do?
A. Look for an occupation which will use as many of these interests and abilities as possible.
B. Pick an occupation which uses math, since there is a better future in that than in art or in
working with one's hands.
C. Decide now on one of these activities because of ability or interest, and then pick an
occupation which uses that kind of asset.
D. Put off deciding about the future and wait until interest in some of these activities declines.
44. B.R. gets very good science grades but doesn't care too much about this subject. The subject
B.R. liked best is art even though grades in it are only average. This student is most likely to do
well in a future occupation if he or she:
A. forgets about interest in art since achievement is so much better in science.
B. doesn't worry about the achievement in art, because if you like something you can become
good at it.
C. looks for an occupation which uses both art and science, but more science than art.
D. looks for an occupation which involves both science and art, but more art than science.
45. L.F. seems not to really care what kind of work is available on leaving school as long as it is
working with people. If this is all this student cares about, he or she is likely to make a bad
choice because:
A. this kind of work usually requires a college degree.
B. employers usually hire people with definite interests and objectives.
C. people look down on those who work with people because such work usually doesn't pay as
well as technical work.
D. occupations in which one works with people can be very different from each other in the
abilities and interests which are needed.
46. R.A. has good grades in all high school courses, wants to go to college, has parents' approval for
going to college, but has no occupational plans. What is the best next step for R.A.?
A. Delay college until occupational plans emerge.
B. Choose a college major that is very difficult.
C. Choose a college where exploring several majors is encouraged during the first two years.
D. Find out about graduate and professional school requirements.
47. A.K. can't decide whether to become an air-conditioning and refrigeration technician or an
engineer. In making the choice, to which of the following should A.K. pay the most attention?
A. How much money A.K. wants to earn.
B. How much education and training A.K. is likely to be able to get.
C. What A.K.'s parents would prefer.
D. Which occupation people respect most.
48. P.T. is a high school junior with no education or vocational plans beyond high school. What
would you recommend that P.T. do first?
A. A thorough search of colleges to attend.
B. An analysis of relevant personal characteristics such as abilities, interests, and values.
C. An intensive study of information about occupations.
D. A matching of P.T.'s abilities with job requirements.
49. E.B. is a ninth-grader with excellent school grades and very high scores on all ability tests, but
has no educational or vocational plans. What is the best advice to give to E.B.?
A. Arrive at a definite goal as soon as possible.
B. Not to be concerned about a goal or a plan because success is almost certain.
C. Concentrate on selecting the right college.
D. Find out when important choices will have to be made and get the needed information.
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50. An uncle has just told T.H. that his company is always looking for tool and die makers, pays them
well and keeps them on the payroll even in bad times. T.H. is interested and wants to learn more
about the occupation. What is the most important thing for T.H. to learn?
A. Where tool and die makers work.
B. How much training is required.
C. What is the work tool and die makers do.
D. What tool and die makers actually are paid.
51. L.M. has good school grades and looks forward to studying engineering in college. What is the
best advice to help L.M. plan a tenth-grade course schedule?
A. Be sure to schedule college preparatory math and science.
B. Get all of the shop courses it is possible to take.
C. Take a light load because in college it will be hard work.
D. Allow time for a part-time job to learn what engineers do.
52. J.M., who has always dreamed of being either a lawyer or a business executive, cannot plan for
college because of the cost. J.M.'s grades and test scores show good promise for college. What
should be recommended for J.M. after high school?
A. Find a job in a law office and go to law school at night.
B. Get a job in a business concern that offers on-the-job training and other educational
opportunities.
C. Forget about law and business and work in a field that requires no education.
D. Find a rewarding hobby.
53. M.J. is considering becoming either a research chemist or a lawyer. In choosing between the
two, which of the following should be given the most weight?
A. Whether M.J.'s ability in science and grades in science courses are good enough.
B. Whether M.J. can afford to go to college.
C. Whether M.J. can get admitted to college.
D. Whether M.J.'s friends think the choice is a good one.
54. After careful thought, E.K. has decided on business training for a year or two after high school.
However, deciding between majors in accounting and sales remains a problem for E.K. In
exploring this problem, to what should be given the most weight?
A. The difference in training time required by the two majors.
B. The chances of being admitted for training in the major.
C. Which major requires the most work.
D. Which major best fits E.K.'s abilities and interests.
55. J.F. is the best all-around artist in the class, winning art competitions consistently. But academic
subject matter comes hard to J.F., who will probably graduate in the bottom fifth of the senior
class. Which is the most realistic educational plan for J.F.?
A. Seek admission to a university where one can combine art and regular college subjects to
earn a Bachelor of Fine Arts.
B. Forget about any education beyond high school.
C. Forget about art and concentrate on college preparatory subjects.
D. Seek admission to an art school where poor academic grades will not be a handicap.
56. L.D. wants to be a newspaper reporter. Which of the following paths might lead to becoming a
qualified newspaper reporter?
A. Working full-time on a newspaper and continuing education on a part-time basis.
B. Earning a bachelor's degree in Journalism.
C. Taking a liberal arts degree first, followed by a graduate degree in Journalism.
D. Any of the above.
57. B.D.'s interest in and skill at helping others have become the most important part of B.D.'s
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58. R.R. gets B's in math and science but has failed ninth-grade English twice, and gets D's in social




D. Science and math teacher.
59. R.J. has high ability, excellent grades and the money to go to college. R.J.'s only clear future goal
is to make a great deal of money. What should R.J. do?
A. Pursue a career in medicine because that's where the money is.
B. Arrive at an appropriate vocational goal and the money will take care of itself.
C. Change goals because wanting a lot of money is not a good thing.
D. Find out what wanting to make a lot of money really means.
60. A.S. has good tested ability but has poor high-school grades. The counselor advises that A.S. will
not be admitted to any college because of the high school record. A.S. thinks the problems that
caused the low grades are now solved and wants to get more education. What is A.S.'s best
course of action?
A. Forget about college and seek a satisfying job.
B. Repeat courses in high school in order to improve the grades.
C. Find out about junior colleges and community colleges whose admission standards are less
demanding.
D. Get private tutoring in the weak subjects.
D. WORLD-OF-WORK INFORMATION
Choose the one best answer to each of the following questions about career development and
the world of work.
61. Tenth graders should be expected to know
A. exactly what occupation they want to go into.
B. the kind of work but not necessarily the specific occupation they want.
C. where to get the job they want.
D. the different occupations a person with their interests and abilities could go into.
62. When a teacher or counselor encourages students to explore themselves and the world about them,
what he or she wants them to do is to
A. be active in school affairs.
B. go on field trips.
C. try themselves out in a variety of situations and activities.
D. take some aptitude tests.
63. Exploring interests, abilities and opportunities is something which people should be encouraged to
engage in
A. throughout their lives.
B. when they become dissatisfied with the way things are.
C. when they lose their jobs.
D. when things start to go wrong.
64. Which of the following will help high school students most in thinking about a career?
A. Making the right contacts.
B. Setting an occupational goal early and sticking to it.
C. Finding out where the best opportunities for employment are.
D. Finding out what activities and courses they like most and are best at.
Go on to the next page.
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65. The reason why many young people change jobs frequently between the ages of 18 and 25 is that
they
A. don't know when they are well off.
B. received wrong advice from their parents and teachers.
C. are the first to be fired when business is bad.
D. don't know enough about themselves or work to make good choices.
66. Suppose you know what k/nd ofwork you would like to do and also know about the many different
occupations which can be found in that field. What information would you need to be able to pick
out those occupations which are at the right level for you? (By field is meant the kind of work you
would like to do, for example, scientific work, social service work, work involving machines and
tools; by/eve/is meant the amount of education and training you would need to get, and the amount
of responsibility you would have to carry on the job.)
A. Information about your abilities.
B. Information about educational and training requirements.
C. Information about what it would cost to get the needed training and education.
D. All of the above.
67. The most important thing about the courses you take at college or the jobs you take after you leave
school is
A. what the courses or jobs tell you about your interests and abilities.
B. whether the courses or jobs are easy or difficult.
C. whether your parents approve of the choice of courses or jobs.
D. what your instructors or employers think of you.
68. Being happy in a job is mostly a matter of
A. being paid well.
B. having interesting things to do when your day's work is done.
C. knowing what you want from a job and getting it.
D. receiving promotions and pay increases.
69. Students who want to go to college or to seek a particular kind of job when they leave high school
can improve their chances most by
A. being active in school affairs.
B. choosing appropriate high school courses.
C. getting along with their teachers and counselors.
D. choosing courses in which they know they will get good grades.
70. A student who, on leaving high school, takes a semi-skilled factory job at a good wage instead of a
learner's job or apprenticeship
A. gives up a better future for a better present.
B. should work his way up to a more skilled job easily enough.
C. is probably following the school counselor's advice.
D. is probably giving in to pressure from parents.
71. Family doctors (physicians) usually learn their jobs in
A. high schools.
B. community colleges or technical schools.
C. four-year colleges or universities.
D. graduate or professional schools.
72. Mail carriers usually learn their jobs in
A. high schools.
B. apprenticeships or on-the-job training.
C. community colleges or technical schools.
D. four-year colleges or universities.
Co on to the next page.
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77. Waiters and waitresses are usually paid
A. weekly salaries.
B. hourly wages.
C. wages and tips.
D. tips only.
78. In starting a new job, it is most important to
A. make sure the other workers like you.
B. show that you are your own boss.
C. be aware of how others feel about things.
D. hide your own feelings from others.
79. In dealing with customers, clients, or other outsiders with whom your work brings you in contact, it
is most important to
A. show them you know more about your work than they do.
B. understand what they want and see if you can help them get it.
C. make sure that you do only as you are told.
D. do whatever brings in the most money.
80. Which of the following is most important in a job application interview?
A. Telling the interviewer you will do any work so long as the job is a good one.
B. Knowing what salary or pay to ask for.
C. Finding out whether you and the job are right for each other.
D. Being introduced by a mutual friend.
End of Part I.
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PART II. Knowledge of Preferred Occupation
One of the kinds of information required in career planning is knowledge of the occupa¬
tional world, particularly of the occupations being considered as possible career goals.
This section is designed to help you determine how much you know about the occupational
area you are currently moving toward in your career planning, even though you may not have
definitely decided on a specific occupation.
INSTRUCTIONS
First, turn to the back of your answer sheet to theOccupationalCroup Preference Form and follow
the instructions there. Use the form to select one of the Occupational Groups (A to T).
Next, fill in the information requested on the answer sheet if you have not already done so.
Follow the instructions of the person administering the inventory. Be sure to mark your chosen
Occupational Group (A to T) on the front of the answer sheet. Make all the marks for the following
questions in the lower third of the answer sheet labeled “Part II," using a #2 lead pencil only.
All your answers to the remaining questions should be in terms of the Occupational Group
you selected when filling out the Preference Form on the back of your answer sheet. Please
answer every question. If you are not sure about an answer, guess.
Characteristics of Preferred Occupation: These five questions below deal with the kind of
work involved. They should be answered in terms of the Occupational Group you selected
when filling in the Occupational Croup Preference Form. Be sure that you have marked the
letter of your Preferred Occupational Group on the answer sheet.
Duties: Most occupations involve some combination of working with words, numbers, people, and
things. In your Preferred Occupational Group the:
most important is: A. words. B. numbers. C. people. D. things.
next most important is: A. words. B. numbers. C. people. D. things.
least important is: A. words. B. numbers. C. people. D. things.
4. Tools and Equipment: The Occupational Croup you selected requires the use of
A. no special tools or equipment.
B. hand-tools, without real precision.
C. hand-tools, with real precision.
D. equipment, with simple handling or adjustments.
E. complex equipment requiring technical knowledge and skill.
5. Physical Requirements: In this Occupational Group the work is generally:
A. sedentary; done sitting down and lifting only light objects.
B. light; one may stand or walk but does not have to lift heavy objects.
C. moderately heavy; things to be lifted never weigh more than 50 pounds and usually less
than 25.
D. heavy; with much standing, walking, and lifting objects weighing up to 100 pounds in loading
or moving equipment.
Go on to the next page.
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Ability Requirements: Occupations differ in the abilities required to learn and do the work.
Following is a list of these abilities. Think of how people differ in these abilities and rate your
Occupational Group to show how much of each of the abilities is typical of workers in the
Occupational Group.
6. Verbal ability (understanding and working with words). On this ability, this Occupational Croup is
typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
7. Non-verbal reasoning (ability to find relationships among objects, patterns and designs). On this
ability, this Occupational Croup is typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
8. Numerical ability (working with numbers and using them in solving problems). On this ability, this
Occupational Croup is typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
9. Clericalability (ability to check combinations of letters and numbers quickly and accurately). On this
ability, this Occupational Croup is typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
10. Mechanicalability (ability to understand mechanical principles and equipment and to apply the laws
of everyday science). On this ability, this Occupational Croup is typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
11. Spatial ability (ability to see objects in relation to each other, to judge sizes and shapes, and to think
in three dimensions). On this ability, this Occupational Croup is typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
Co on to the next page.
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12. Motor coordination (ability to move body accurately, quickly and smoothly). On this ability, this
Occupational Group is typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
13. English skills (knowledgeof use of correct grammar, punctuation and capitalization). On this ability,
this Occupational Group is typically made up of
A. the bottom 10% of people in general.
B. below average people.
C. average, middle third of people in general.
D. above average people.
E. the top 10% of people in general.
14. Reading ability. On this Occupational Group, workers must be able to
A. read and remember complex passages involving special vocabularies.
B. understand the meanings of words in general literary use.
C. read ordinary newspapers and carry on conversations.
D. understand simple instructions and answer simple questions.
Interests: Consider the interests involved in your Preferred Occupational Group.15.Here are 9 types of interests which people may have. Choose the one which is most typical of the












—working with words, stories, ideas
—working with numbers, arithmetic, calculators, etc.
—detail work calling for accuracy and neatness with words or figures
—working with things, machines, equipment
—experimenting, laboratory research, understanding the how and why
of things
—enjoying design, color, shape or
enjoying listening to or playing music
—influencing others personally or in writing
—helping people who are in need or in trouble
—activities involving being outdoors16.Now choose the one from the above list (A to I) which is second most typical of the occupations
in your Occupational Group Preference. Record that letter in the box on the Answer Sheet for
Question 16.
Go on to the next page.
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Values: Occupations differ in the extent to which they permit workers in the occupation to find
what theywant in life. In the following 14 questions, indicate howwell the Occupational Group
you picked provides opportunities for satisfying the values listed.
Values Opportunities for satisfying
17. Achievement (feeling you have really
accomplished something): A. Poor B. Average C. Good
18. Altruistic (helping people): A. Poor B. Average C. Good
19. Artistic (enjoying beauty): A. Poor B. Average C. Good
20. Companionship (having pleasant people
to work with): A. Poor B. Average C. Good
21. Creative (making new things or creating
new ideas): A. Poor B. Average C. Good
22. Economic (making plenty of money and
having good things): A. Poor B. Average C. Good
23. Independence (being free to do things
your way): A. Poor B. Average C. Good
24. Intellectual (working with ideas and
solving problems): A. Poor B. Average C. Good
25. Managing (planning work and supervising people): A. Poor B. Average c. Good
26. Prestige (having the respect of others): A. Poor B. Average c. Good
27. Security (being sure of a job): A. Poor B. Average c. Good
28. Variety (changing activities or location): A. Poor B. Average c. Good
29. Way-of-life (living a good life in a nice place): A. Poor B. Average c. Good
30. Working Conditions (having a good place
to work in): A. Poor
•
B. Average c. Good
Other Characteristics:
31. Select the response below which shows the amount of education required by your Preferred
Occupational Croup.
A. postgraduate degree (M.A. or Ph.D.) from a graduate school.
B. professional degree (M.D., LLB., etc.) from a professional school.
C. B.A. or B.S. from a college or university.
D. A.A. or certificate from a two-year college.
E. diploma from a business or technical school after high school.
F. high school diploma.
G. none of the above.
32. In your Preferred Occupational Group one needs
A. no specialized training.
B. special courses (for instance, commercial or vocational) in high school.
C. an apprenticeship or more than a few days of on-the-job training.
D. one or more short courses in business or technical school.
E. a particular major in college.
F. a postgraduate or professional degree in a special field.
14
Go on to the next page.
33. The best single way to get one's first job in this Occupational Croup is through
A. direct application to the employer.
B. an examination that puts one on the eligible list.
C. the union.
D. one's school, or college, or professional school.
E. an employment agency.
34. Occupations vary in their social and economic levels, that is, in how well the people working in
them can live. How does the Occupational Croup you have in mind compare with others in this
way? It is
A. among the lowest.
B. below average.
C. about average in how people can live.
D. above average.
E. among the highest level occupations.
35. The work in some occupational fields is likely to change considerably as a result of future
developments in technology and science. The Occupational Croup you are rating is likely to
A. require quite different knowledge and skills.
B. change somewhat.
C. stay pretty much the same.
36. How steady is the work in this Occupational Croup?
A. Even in bad times, workers are usually sure of a job and a regular income.
B. Except in bad times, workers are usually sure of a job and a regular income.
C. There is some risk of brief periods of unemployment.
D. Employment is affected by economic changes and the risk of unemployment is great.
37. How steady is the income from this kind of work?
A. Income goes up and down with worker performance, as in piece-work, or commission, or
fee-charging jobs.
B. Income varies from week to week with overtime pay or temporary lay-offs.
C. Income is steady, based on a fixed salary.
38. Annual income differs from one occupation to another. How well does this Occupational Croup
pay? It is
A. one of the lowest paying fields.
B. below average.
C. about average in how well it pays.
D. above average.
E. one of the highest paying fields.
39. Most people in this Occupational Croup work for
A. government agencies: federal, state, municipal, etc.
B. private companies, organizations, or institutions.
C. both governmental and private organizations.
D. themselves.
40. The hours of work in these occupations are generally
A. regular, daytime hours fixed by the organization.
B. shift work, involving no change of shift.
C. shift work, involving changing shifts at times.
D. irregular, changing from day to day or week to week, as the situation demands.
E. irregular, but under control of the individual.
F. fixed, but under the control of the individual.
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Level I, Raw Scores (RS) and Grade Ratings (GR)
Test Cumul. RS GR RS GR RS GR RS GR RS GR RS GR
Score
0 N.4 11 P.8 22 1.7 33 3.3 44 5.9 55 7.3
Copying 1 1 N.5 12 K.O 23 1.9 34 3.5 45 6.2 56 7.5
to 2 N.6 13 K,2 24 2.1 35 3.7 46 6.3 57 7.7
mark 18 3 N.7 14 K.5 25 2.2 36 3.9 47 6.4 58 7.9
Name
4 N.8 15 K.7 26 2.4 37 4.1 48 6.5 59 8.1
19 5 P.1 16 K.8 27 2.5 38 4.3 49 6.6 60 8.3
2 letters 20 6 P,2 17 1.0 28 2,6 39 4.5 50 6.7 61 8.5
Spelling
1 point
7 P.4 18 1.1 29 2.7 40 4.8 51 6.8 62 8.7
21 8 P.5 19 1.3 30 2.8 41 5.0 52 6.9 63 8.9
per to 9 P.6 20 1.4 31 2.9 42 5.4 53 7.0 64 9.2
word 65 10 P.7 21 1.5 32 3.1 43 5.7 54 7.1 65 9.5
Level II, Raw Scores (RS) and Grade Ratings (GR)
Test Cumul. RS GR RS GR RS GR RS GR RS GR
Score
0 K.3 10 3.3 20 6.2 30 8.5 41 10.9
Copying 1 K.6 11 3.6 21 6.4 31 8.7 42 11.2
10-17 2 2 K.9 12 3.9 22 6.7 32 8.9 43 11.4
18 3 3 1.2 13 4.1 23 6.9 33 9,1 44 11.7
Name 4 1,5 14 4.5 24 7.2 34 9.3 45 11.9
1 letter 5 1,8 15 4,8 25 7.5 35 9.5 46 12.1
Spelling
6 2.1 16 5.2 26 7.7 36 9.7 47 12.3
6 7 2.4 17 5.4 27 7.9 37 9.9 48 12.5
per to 8 2.7 18 5.7 28 8.1 38 10.2 49 12.7
word 51 9 3.0 19 6.0 29 8.3 39 50 12.9
40 10.7 51 13.1
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WIDE RANGE ACHIEVEMENT TEST JASTAK
Page 2, Arithmetic, Level I
Oral Part 0 0
VP LI 9 S
3 pennies, spend 1? ;
Written Part
6 5
1 + 1 = +2 - 3
8
3 Fingers, 8 fingers, 9 or 6? 42 or 28?
3 + 4 apples? ; 9 marbles, lose 3?
3 2
2 4 4 X 2 - 2 3 2 9 7 5
+40 x3 -18 +8
4 — 1 =
29
4 5 2
13 7 $ 6 2.0 4






1-1 hr. = min.
,? 6 J9T8
35
-|- of 3 5 =
42












Find the average of:
24, 18, 21, 26, 17
Ans





I X f X ^ = 2 _ 20% of 120 =
3
Change to familiar
8.2) 6 2.7 0 3 numerals:
6* = ( - 5 ) ( + 9 ) =
M C X LI 1=
Find interest on
$300 at 4 -1 % for 7 mo.
Solve:
y + (9-8y) = 65
60
Find square root: yyjJTsT
Ans. y =
Raw Scores (RS)
and Grade Ratings (GR)
SEE MANUAL FOR NORMS
RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR
0 N.1 5 N.8 10 P.8 15 K.9 20 2.1 25 2.9 30 3.9 35 4.9 40 6.0 46 7.5 52 9.2 58 10.5
N.2 6 P.O 11 P.9 16 1.1 21 2.3 26 3.1 31 4.1 36 5.1 41 6.3 47 7.8 53 9.4 59 10.8
2 N.4 7 P.2 12 K.2 17 1.4 22 2.5 27 3.3 32 4.3 37 5.3 42 6.6 48 8.0 54 9.6 60 11.2
3 N.6 8 P.4 13 K.4 18 1.7 23 2.6 28 3.5 33 4.5 38 5.5 43 6.9 49 8.3 55 9.8 61 11.5
4 N.7 9 P.6 14 K.7 19 1.9 24 2.7 29 3.7 34 4.7 39 5.8 44- 7.1 50 8.6 56 10.0 62 11.7
45 7.3 51 8.9 57 10.2 63 11.9
JASTAK WIDE RANGE ACHIEVEMENT TEST
Page 3, Arithmetic, Level II
Oral Part
1. Counts 1 -5 2. Counts 6-15 3. Reads 3 4. Reads 5 5. Reads 6










- 3 4 9
0 ^
-f 1 *7 =
2 2 9
5 0 4 8
6 3
of 3 0 = + 13 8 1
1 /
9 ) 4 5 2 7 11 ft =
Add;
in.













5 2^ % =
Write as percent;
2.9) 3 0 8.8 5
Add; 3 ft. 6 in. M + 2 = 5
5 ft. Sin. =
8 ft. 11 in.
2x = 3
X =
^ Write as common fraction® ^ 3-g = in lowest terms; .075 =
The complement of
15% of 175 = an angle of 30° =
43 = If a = 7, b = 3;
a2 + 3b =
of 60 =
66 sq. ft. = sq. yd.
Solve;
7 - (6 + 8) =
2
Factor; r^ - 5 r - 6
r2 + 25 - lOr r + 1
Ans. Ans.
Find square root;
y 6 7 0 8 1
Change to familiar numerals;
M D C X C I =
Find interest on $1,200 at 6%
for 70 days. Ans.





log, 5/^ k" + k . 3k - 3
k^ k2 - 1
Add;
- X - y - 23









2x2 _ 30X = 162
Ans Ans.. Ans. Ans
Raw Scores (RS)
and Grade Ratings (GR)
SEE MANUAL FOR NORMS
RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR
0 P.3 5 K.8 10 2 3 15 3.9 20 5.6 25 7.2 30 8.8 35 10.4 40 12.0 46 14.1 52 16.0
P.6 6 1.1 11 2.7 16 4.3 21 5.9 26 7.6 31 9.2 36 10.6 41 12.4 47 14.5 53 16.2
2 P9 7 1.4 12 3.0 17 4.6 22 6.2 27 7.8 32 9.4 37 11.0 42 12.8 48 14.8 54 16.5
3 K.2 8 1,7 13 3.3 18 5.0 23 6.6 28 8.1 33 9.7 38 11.3 43 13.1 49 15.2 55 16.8
4 K.5 9 2.1 14 3.6 19 5.3 24 6.9 29 8.4 34 10.0 39 11.6 44 13.4 50 15.5 56 17.2
45 13.8 51 15,8 57 17.5
WIDE RANGE ACHIEVEMENT TEST JASTAK
Page 4
Reading, Level 1 A R Z H I Q s E B 0 10
Two letters in 1name <23 ABO S E R T H P I U Z Q 25
cat see red to big work book eat was him how 36
then open letter jar deep even spell awake block size 46
weather should lip finger tray felt stalk cliff lame struck 56
approve plot huge quality sour imply humidity urge 64
bulk exhaust abuse collapse glutton clarify 70
recession threshold horizon residence participate quarantine 76
luxurious rescinded emphasis aeronautic intrigue repugnant 82
putative endeavor heresy discretionary persevere anomaly 88
rudimentary miscreant usurp novice audacious mitosis 94




SEE MANUAL FOR NORMS
Reading, Level II
Two letters in name (2) ABOSERTHPIUZQ (U) 15
milk city in tree animal himself between chin split form 25
grunt stretch theory contagious grieve toughen aboard triumph 33
contemporary escape eliminate tranquillity conspiracy image ethics 4o
deny rancid humiliate bibliography unanimous predatory alcove 47
scald mosaic municipal decisive contemptuous deteriorate stratagem 54
benign desolate protuberance prevalence regime irascible peculiarity ei
pugilist enigmatic predilection covetousness soliloquize longevity abysmal es
ingratiating oligarchy coercion vehemence sepulcher emaciated evanescence 75
centrifugal subtlety beatify succinct regicidal schism ebullience 82




RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR
0 K.1 7 1.3 14 2.3 21 3.3 28 4,3 35 5.4 42 6.4 50 7.7 58 8.9 66 10.0 74 11.2 82 12.5
K.3 8 1.4 15 2,4 22 3.4 29 4.5 36 5.6 43 6.6 51 7.8 59 9.0 67 10.2 75 11.3 83 12.7
2 K.5 9 1.5 16 2.5 23 3.6 30 4.7 37 5.7 44 6.8 52 8,0 60 9.2 68 10.3 76 11.5 84 12,9
3 K.6 10 1.7 17 2.7 24 3.7 31 4.8 38 5.9 45 6.9 53 8.1 61 9.3 69 10.5 77 11.7 85 13.0
4 K,8 11 1.8 18 2.9 25 3.9 32 5.0 39 6.0 46 7.1 54 8.3 62 9.4 70 10.6 78 11.8 86 13.1
5 K.9 12 1.9 19 3.0 26 4.0 33 5.2 40 6.2 47 7.3 55 8.4 63 9.6 71 10.7 79 12,0 87 13.3
6 1.1 13 2.1 20 3.1 27 4.1 34 5.3 41 6.3 48 7.4 56 8.6 64 9.7 72 10.9 80 12,2 88 13,5
49 7.6 57 8.7 65 9,9 73 11.1 81 12,4 89 13.7
RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR RS GR
0 N,7 9 P6 18 K.6 27 1.5 36 2.3 45 2.8 54 3.8 63 5.1 72 6.6 81 7,6 91 8,8
N,8 10 P.7 19 K.7 28 1.6 37 2.4 46 2.8 55 3.9 64 5.3 73 6.7 82 7.7 92 9.0
2 N.9 11 P.8 20 K.8 29 1.7 38 2.4 47 2.9 56 4.0 65 5.5 74 6.9 83 7.9 93 9.2
3 P.O 12 P.9 21 K.9 30 1.8 39 2.5 48 3.0 57 4.1 66 5.7 75 7.0 84 8.0 94 9.3
4 P.1 13 K.O 22 1.0 31 1.9 40 2.5 49 3.1 58 4.2 67 5.9 76 7.1 85 8.1 95 9.4
5 P.2 14 K.1 23 1.1 32 2.0 41 2,6 50 3.2 59 4.4 68 6.0 77 7.2 86 8 3 96 9,5
6 P.3 15 K.2 24 1.2 33 2.1 42 2.6 51 3.3 60 4.5 69 6.2 78 7.3 87 8.4 97 9.6
7 P.4 16 K.4 25 1.3 34 2.2 43 2,7 52 3.4 61 4.7 70 6.4 79 7.4 88 8.5 98 9.7
8 P.5 17 K.5 26 1.4 35 2.2 44 2.7 53 3.6 62 4.9 71 6.5 80 7.5 89 8.6 99 9,8
90 8.7 100 99
SEE MANUAL FOR NORMS
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First Year Month Day
School Born
Year Month Day
Test Used When Age
Years Months Days
Class Years Exp Schooling.
. Class Years Exp Schooling







Category^ Score* Items O - I
C 1. “Crows”; laughs
SHG 2. Balances head
SHG 3. Grasps objects within reach
S 4. Reaches for familiar persons
SHG 5. Rolls over
SHG 6. Reaches for nearby objects
O 7. Occupies self unattended
SHG 8. Sits unsupported —.
SHG 9. Pulls self upright
C 10. “Talks”; imitates sounds
SHE 11. Drinks from cup or glass assisted
L 12. Moves about on floor
SHG 13. Grasps with thumb and finger —
S 14. Demands personal attention
SHG 15. Stands alone
SHE 16. Does not drool
C 17. Follows simple instructions
t Key to categorical arrangement of items:
SHG— Self-help general C— Communication L— Locomotion
S H D— Self-help dressing S D— Self-direction O — Occupation
SHE— Self-help eating S — Socialization
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i-n
L 18. Walks about room unattended
O 19. Marks with pencil or crayon
SHE 20. Masticates food
SHD 21. Pulls off socks
O 22. Transfers objects
SHG 23. Overcomes simple obstacles
O 24. Fetches or carries familiar objects ...
SHE 25. Drinks from cup or glass unassisted
SHG 26. Gives up baby carriage
S 27. Plays with other children
SHE 28. Eats with spoon
L 29. Goes about house or yard
SHE 30. Discriminates edible substances
C 31. Uses names of familiar objects
L 32. Walks upstairs unassisted
SHE 33. Unwraps candy



































Asks to go to toilet
Initiates own play activities
Removes coat or dress
Eats with fork
Gets drink unassisted
Dries o\yil hands -rr--: :
Avoids sjpiple itaz^rds r :




Walks downstairs one step per tread
Plays cooperatively at kindergarten level ....
Buttons coat or dress




















SHG 51. Cares for self at toilet
SHD 52. Washes face unassisted
L 53. Goes about neighborhood unattended
SHD 54. Dresses self except tying
O 55. Uses pencil or crayon for drawing








O 57. Uses skates, sled, wagon ...
C 58. Prints simple words
S 59. Plays simple table games ...
SD 60. Is trusted with money
L 61. Goes to school unattended
VI - VII
62. Uses table knife for spreading
63. Uses pencil for writing
64. Bathes self assisted
65. Goes to bed unassisted
VII - VIII
66. Tells time to quarter hour
67. Uses table knife for cutting
68. Disavows literal Santa Claus
69. Participates in pre-adolescent play
70. Combs or brushes hair
VIII - IX
O 71. Uses tools or utensils
O 72. Does routine household tasks
C 73. Reads on own initiative











SHE 75. Cares for self at table
SD 76. Makes minor purchases
L 77. Goes about home town freely
X-XI
C 78. Writes occasional short letters
C 79. Makes telephone calls
O 80. Does small remunerative work
C 81. Answers ads; purchases by mail
XI - XII
O 82. Does simple creative work
SD 83. Is left to care for self or others
C 84. Enjoys books, newspapers, magazines
XII - XV
S 85. Plays difficult games
SHD 86. Exercises complete care of dress
SD 87. Buys own clothing accessories
S 88. Engages in adolescent group activities

































































Goes to nearby places alone ....
Goes out unsupervised daytime
Has own spending money
Buys all own clothing
xvin - XX
Goes to distant points alone
Looks after own health
Has a job or continues schooling
Goes out nights unrestricted




Assumes responsibility beyond own needs










Directs or manages affairs of others
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